Determining the effectiveness of the HERS-SA Academy using the Kirkpatrick framework of training evaluation by De Gersigny, Simone
The copyright of this thesis vests in the author. No 
quotation from it or information derived from it is to be 
published without full acknowledgement of the source. 
The thesis is to be used for private study or non-
commercial research purposes only. 
Published by the University of Cape Town (UCT) in terms 










"i' UNIVERSITY OF CAPE TOWN 
Determining the Effectiveness of the HERS-SA Academy using the 
Kirkpatrick Framework of Training Evaluation 
Simone de Gersigny 
DGRSIMOOI 
A dissertation submitted in partial fulfilment of the requirements for the award of the 
Degree of Master of Commerce in Organisational Psychology 
Faculty of Commerce 
University of Cape Town 
2005 
COMPULSORY DECLARATION: 
This work has not been previously submitted in whole, or in p3l1, for the award of any 
degree. It is my own work. Each significant contribution to, and quotation in, this 
dissertation from the work, or works of other people has been attributed, and has been 
cited and referenced. 
. C'i '//J . 't~/ SIgnature: ... . r? fr .. 14-:if/: .y ... ......................... .. 










Dctcllnining the Effectiveness 
ABSTRACT 
The research evaluatcd the outcomes of Higher Education Resource Service South Africa 
(HERS-SA) Academy using the Kirkpatrick (1996a) framework of training evaluation. The 
study used a three-stage research design to evaluate Academy outcomes in tenns of the 
reactions, learning and behaviour levels of the Kirkpatrick (1996a) framework. Two main 
findings emerged from the research: (1) the reactions and learning outcomes of the Academy 
are successful while the behaviour outcomes are only partially successful, and (2) increased 
confidence and increased understanding of HE are by far the strongest outcomes of the 
Academy. Based on the major findings of the research, a number of recommendations were 
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CHAPTER ONE: INTRODUCTION 
Women are universally under-represented in higher education (HE) (Subotzky, 2001). 
In South African Higher Education Institutions (HErs) women are concentrated in a narrow 
range of positions (de la Rey, 1998; Zulu, 2003), and the majority of women occupy positions 
oflow rank with a small minority in senior leadership positions (de la Rey, 1998; Fourie, 
1999; Greyvenstein, 2000; Howell & Subotzky, 2002; Mabokela, 2003; Mkabela, ] 999; 
Subotzky, 2001; Walker, 1997; Zulu, 2003). South African research also shows that women's 
career advancement in HE has so far been slow (Greyvenstein, 2000; Perumal, 2003; 
Subotzky, 2001). 
The literature above clearly demonstrates that the position of women in HE is far from 
ideal. The difficulties experienced by women employed in forms the rationale for this 
research, since the study'S main objective is to evaluate the HERS-SA Academy, a training 
programme designed to address the slow progress of women's advancement in HEIs. The 
Academy therefore has important implications for improving gender equity in This is 
confirn1ed by numerous South African studies (Chinsamy-Turan, 1999b; Mathipe & Tsoka, 
:WOO, 2001; Norris, 2001; Peterson & Gravett, 2000) that find women's development training 
(WDT) an appropriate and important strategy for promoting women's progress in HE. 
Since the potential results of HERS-SA Academy are highly significant, measuring the 
strengths and weakness of the Academy in achieving these results is also important. A review 
of the literature demonstrates that there are no evaluative studies on the outcomes ofWDT in 
South Africa. This lack of evaluative research on WDT is also found internationally 
(Bagilhole, 2000; Eggins, 1997; Segall, 1993). Thus the significance of Academy outcomes 
and goals, and the lack of evaluative research in both South Africa and internationally; justifY 
an evaluation of the HERS-SA Academy. 
The following two chapters contain a review of relevant literature. Chapter four 
outlines the research methods, and chapter five examines the research results and discussion. 
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Two distinct bodies of knowledge fonn the theoretical foundation of the research. The 
first is the Kirkpatrick (1996a) framework and the theory of training evaluation; and the 
second is literature related to the context of the research, namely the HERS-SA Academy and 
WDT. This review is accordingly divided into two chapters. The first chapter examines 
training evaluation in general and the Kirkpatrick (1996a) framework, and the second focuses 
on WDT and the HERS-SA Academy. 
CHAPTER TWO: REVIEW OF TRAINING EVALUATION AND THE 
KIRKPATRICK FRAME\VORK 
This review begins by defining training evaluation and examining the literature 
demonstrating the efficacy of training evaluation. Kirkpatrick (J 996a) is the keystone author 
of this review since the research is based on his framework. Thus the revie\v addresses the 
following issues and developments related to the Kirkpatrick (1996a) framework: reasons for 
applying the framework, the assumptions and features of the framework, and critiques ofthe 
framework. Alternative models for training evaluation are also reviewed to provide a realistic 
understanding ofthe strengths and limitations of the framework. Finally, since training 
evaluation is ultimately about learning transfer (Holton, 1996); the learning transfer theories 
are reviewed. 
Training Evaluation Literature 
Defining Training Evaluation 
Training evaluation is defined as the systematic collection of data in order to detennine 
the success of training programmes (Goldstein, 1993). Within the spectrum of training 
evaluation there are the learning outcomes approaches, such as the Kirkpatrick (1996a) 
framework, the training effectiveness approaches, and the learning transfer approaches. Each 
of these approaches emphasise different aspects of training evaluation, and these differences 
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The Efficacy of Training Evaluatioll 
The literature demonstrates that for organisations engaging in training, evaluation is not 
only a critical issue (Holton, 1996; Mann & Robertson, 1996) but will increasingly continue 
to be a core concern in the future (Bennett, Alliger, Eddy, & Tannenbaum, 2003). Kirkpatrick 
(1996a) suggests that the following functions of training evaluation provide reasons for its 
significance: (1) it justifies the need for the training programme by showing how it adds 
value to organisational objectives, (2) it provides the basis for decisions such as \vhether or 
not training should be continued, and (3) it is an important tool for gathering information 
about improving training for future application. 
The Kirkpatrick (1996a) Framework 
Reasons for Applying the Framework 
The first and main reason for applying the Kirkpatrick (1996a) framework is that it is 
one of the major contributions to the field of training evaluation (Kraiger, 2002). This 
framework is the first attempt at providing structure to training evaluation, and it has been the 
predominant approach for over forty years (Donovan, Hannigan, & Crowe, 200]; Holton, 
1996; Kraiger, 2002). The framework is the most popular (Kraiger, Ford, & Salas, 1993) and 
influential (Quinones & Tonidanel, 2003), and is recognised as a standard in the field 
(Holton). The second reason is that the framework has gained extensive application, since it 
has been tested in both theoretical and practical research since its conception. This is to be 
confimled in the following review of studies applying the frame\\'ork. The third reason is that 
the framework is simple and practical (Kirkpatrick, I 996b) thereby providing a finn 
foundation for evaluation. The final reason is that the framework is intended as an evaluation 
guide (Kirkpatrick, 1996b), and is therefore flexible. 
Assumptions of the Framework 
There are four levels to the Kirkpatrick (\996a) framev'/ork: reactions (level one), 
learning (level two). behaviour (level three). and results (level four). The framework does not 
pell11it skipping oflen~ls. except in the case ofle\'el four \\hen the objectives of the training 
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difficult and meaningful than the last, and hence the framework is hierarchical (Kirkpatrick, 
1 996a). The framework is intended as an evaluation guide, thus choices about 
implementation and measurement are flexible (Kirkpatrick, 1996b). The framework is suited 
to quantitative measurement, but constraints such as time, the resources available or the 
expertise of the evaluator often detennine the type of methods used (Kirkpatrick, 1996a). 
The Four Levels of the Kirkpatrick (J996a) Framework 
Level One 
Reactions concern the responses of trainees to the programme (Kirkpatrick, 1996a). The 
framework assumes positive reactions are key to an effective programme, because satisfied 
customers are more motivated to learn and apply what they have learnt (Kirkpatrick, 1996a; 
Phillips, 1992). 
Level Two 
Learning occurs when knowledge is expanded, skills are increased and attitudes are 
changed (Kirkpatrick, 1996a). 
Level Three 
Behaviour concerns the extent to which knowledge, skills and attitudes are transferred 
to behaviour on the job (Kirkpattick, 1996a). Change only occurs if it is considered desirable, 
knowledge and skills ofhO\v and what to change exist, there is a favourable climate for 
change (peer and supervisor support), constraining variables are minimal (time and 
resources), and changes are rewarded either intrinsically or extrinsically (Kirkpatrick, 1996a). 
Level Four 
Results are the broader morc long-tell11 training outcomcs. such as return on 
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Critiques of the Kirkpatrick (1996a) Framework 
A review of the literature demonstrates that there are seven major critiques of the 
Kirkpatrick (1996a) framework. These are explored in the follO\ving section. 
Critique 1: Framework Assumes Levels are Hierarchical 
The first criticism relates to the assumption that each successive level contributes more 
infonnation than the last (Alliger & Janak, 1989). This criticism is based on the argument that 
the results level is not always a desirable training outcome (Alliger & Janak, 1989). This 
critique is flmved because although the results level is considered important. Kirkpatrick 
(1996a) argues that it may be skipped if results are not included in training goals. 
Critique 2: Framework Assumes Causal Linkages 
The second criticism is that the hierarchy assumes there are causal linkages between 
the levels (Alliger & Janak, 1989; Bates, 2004; Hale, 2003; Holton, 1996). The assumption of 
causality is viewed as problematic for two reasons. It is considered problematic in the first 
instance because it assumes positive correlations exist between the levels (Alliger & Janak, 
1989). The support for the first reason is based on the logic that because negative correlations 
can exist between level one and two, positive correlations therefore cannot necessarily exist 
at all levels (Alliger & Janak, 1989). Thus causality from level one to four is not linear and 
there is no accumulation ofleaming in the progression through the levels (Alliger & Janak, 
1989). 
Causality is considered problematic in the second instance specifically with regards to 
level one causing level two (Alliger & Janak, 1989; Bates, 2004; Hale, 2003; Holton, 1996), 
because it is found that correlations between reactions and learning are limited (Alliger & 
Janak, 1989; Alliger, Tannenbaum, Bennet, Trayer, & Shortland, 1997; Dixon, 1990; 
Mathieu, Tannenbaum, & Salas, 1992; Noe & Schmitt 1986: Ruona. Leimbach. Holton, & 
Bates, 2002: Warr & Bunce. ] 995). 
The following studies tC)CUS on the issue of causality between the le\els of the 
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support the criticism of the assumption of causality. Three areas of research are reviewed 
regarding the assumption of causality: studies on the conelations between reactions and the 
other levels, studies that differentiate between different types of reactions, and studies that 
suggest ways to overcome poor correlations between reactions and the other levels. 
Only three studies find con·elations hetween all four levels of the Kirkpatrick (1 959a, 
] 959b, 1960a, 1960b, 1996a) hierarchy (Clement, 1982; Noe & Schmitt, 1986; Wexley & 
Baldwin, 1986), but these have limitations. Noe and Schmitt (1986) find that trainee 
satisfaction can not predict learning or behaviour change, because reactions are not linearly 
related to learning and are not primary outcomes oflearning. They also find that relationships 
between the different variables are complex so the con·elation is not necessarily straight 
forward (Noe & Schmitt, 1986). In a study conducted by Dixon (1990), findings show that 
enjoyment of training is not significantly related to post-test scores. Although Clement (1982) 
finds a relationship between reactions and learning, other vmiables such as trainee readiness, 
motivation, practice and feedback also affect learning. Mathieu et al. (1992) establish that 
reactions are important for training effectiveness, but only when trainees are also motivated 
to succeed. These studies show that reactions when understood as training satisfaction do not 
affect learning and behaviour. 
When differentiating between affective reactions and utility reactions, Alliger et al. 
(1997) find a modest relationship with a mean of .07 between reactions, learning and transfer 
oflearning. WalT and Bunce (1995) differentiate between reactions in tenns of usefulness, 
enjoyment and perceived difficulty. They find no association between reported enjoyment 
and usefulness of learning, and even though they find a negative correlation between 
perceived difficulty and learning outcomes, this is not statistically significant (Wan & Bunce, 
1995). Warr, Allan, and Birdi (1999) by differentiating between distinct reactions, also find 
that they are more closely associated with learning than previous findings. The above studies 
demonstrate that differentiating between types of reactions can create a stronger relationship 
between reactions and levels two and three. 
A number of studies suggest strategies to overcome the weak conelations between 
reactions and the other levels of the Kirkpatrick (1996a) framework. Differentiating between 
different types of reactions is one such suggestion (Warr et aL 1999). Another suggestion is 
measuring utility rather than affective reactions, since it is found that the fonner are more 
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motivation to learn, motivation to transfer, and utility judgements in reactions measures 
(Haccoun & Saks, 1998). 
The review of the literature related to the assumption of causality between the levels of 
the Kirkpatrick (1 996a) framework demonstrate that implementing and measuring level one 
requires careful consideration. From this review it is clear that training evaluations measuring 
no more than level one are unacceptable (Haccoun & Saks, 1998). It is also clear that when 
measuring level one, reactions need to be differentiated, measurement should focus on utility 
reactions, and the findings of the learning transfer theories should be considered. 
Critique 3: Limited Success in Implementation 
The third criticism of the Kirkpatrick (1959a, 1959b, 1960a, 1960b, 1996a) hierarchy is 
that it is rarely successfully implemented in practice (Holton, 1996), since the results level is 
generally found difficult to measure (Blanchard, Thacker, & Way, 2000; Bramely & Kitson, 
1994; Dyer, 1994; Kirkpatrick, 1996a; Shelton & Alliger, 1993). Catalanello and Kirkpatrick 
(1967), Olsen (1998), and Blanchard et al. (2000) conducted studies predominantly in the 
United States (US) to determine the extent to which the four levels are applied in practice. 
These researchers find the following results respectively: 77%/92%171 % measure reactions, 
50%/85%/17% measure learning, 54%176%137% measure behaviour, and 45%131 %/42% 
measure results. In light of these studies it is clear there are cases of successful level four 
evaluations, and hence Holton's (1996) critique is somewhat exaggerated. 
Critique 4: Ignores Learning Transfer Them}' 
The fourth criticism of the Kirkpatrick (1959a, 1959b, 1960a, 1960b, 1996a) 
framework is that it ignores the intervening variables that affect learning, such as motivation 
(Bates, 2004; Holton, 1996, Kraiger et aI., 1993). This is an important point that should not 
be overlooked when applying the Kirkpatrick (1996a) framework; ho\",ever there are two 
defences for this limitation. First, the learning transfer tIndings do not weaken the value of 
the Kirkpatrick (1996a) framework, because it is still relevant in pro\'iding criteria for 
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therefore what is measured and how it is measured is left in the hands of the evaluator. Thus 
findings from the learning transfer theories can be applied to the framework. 
Critique 5: Lacks Theoretical Foundation 
The fifth criticism of the Kirkpatrick (1959a, 1959b, ] 960a, 1960b, 1996a) framework 
is that it lacks a theoretical foundation (Holton, 1996; Kraiger, 2002). Since the Kirkpatrick 
(1996a) framework was devised before the cognitive learning theories of the 1970s and 
1980s, it is not based on an understanding of how learning takes place (Kraiger). Although 
Kraiger (2002) argues that evaluation methodologies do not have to be based on theory to be 
useful, this limitation is stil1 important and requires consideration when applying the 
framework. 
The theoretical limitations of the Kirkpatrick (1996a) framework are also considered 
problematic, because it is argued that the framework cannot be universally generalised since 
not all the relationships and elements of learning are specified (Holton, 1996). Although it is 
important not to undennine this issue, there are two reasons why it is not as problematic as 
Holton (1996) implies. First, even if the framework cannot be universally applied in theory, 
in practice it is found useful in a variety of contexts (Kirkpatrick, 1996a), and one of the 
objectives of the framework is that it is useful in practice (Kirkpatrick, 1996b). Second, 
continued research in the field of training evaluation has served to theoretically validate most 
of the framework's assumptions. For example, Kirkpatrick (I 959a, 1959b, 1960a, 1960b) 
argues that motivation influences learning effectiveness, and as thc review oflearning 
transfer studies will show this was later proved theoretically sound. 
Critique 6: Too Focussed on Quantitative "Methods 
The sixth criticism of the Kirkpatrick (1959a, 1959b, 1960a, 1960b, 1996a) framework 
is that it implies quantitative methods prove the value of training (Abemathy, ]999; Hale, 
2003). It is argued that quantitative methods are not necessarily appropriate for evaluations in 
organisations (Abernathy. 1999: Hale, 2(03) as they lead to O\erlooking intangible outcomes 
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methods, and continually stresses that best measure is the one that captures the most 
infonnation under practical constraints. 
Critique 7: Ignores Trainee Re'\lJOllsibilityfor Learnillg 
The seventh criticism of the Kirkpatrick (1996a) framework is that it assumes learning 
is the responsibility of the trainer and ignores the role of trainees (Hale, 2003). Even though 
he emphasises trainer responsibility, Kirkpatrick (1996a) is aware of the trainee responsibility 
for learning. Kirkpatrick (1996a) suggests trainees and supervisors devise a v.rritten contract 
betore commencing training explicitly stating trainee responsibility for learning. 
SummaIY of Critiques 
As the above critiques reveal, the Kirkpatrick (1996a) framework is not without its 
limitations. In spite ofthese criticisms the Kirkpatrick (1996a) framework still remains a 
robust (Kirkpatrick, 1996a; Phillips, 1996) and practical (Kirkpatrick, 1996b) tool for 
evaluating training, and is therefore still appropriate for this research. An awareness of the 
framework's criticisms and accounting for its limitations however remains important in 
executing this research. Since the framework was first introduced the field of training 
evaluation has made numerous developments. These advances are examined in the tollowing 
sections of the review, beginning with the alternative training cvaluation models, and 
followed by an exploration of the learning transfer theories. 
Alternative Training Evaluation Models 
This section reviews the extensions on the Kirkpatrick (J 959a, 1959b, 1960a, 1960b) 
framework, as well as the training effectiveness and learning transfer models. Alternative 
models are examined to assess the strengths and limitations of the framework in light of more 
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Extensions on the Kirkpatrick (J996a) Framework 
In general, the evaluation models that extend on the Kirkpatrick (1959a, 1 959b, 1960a, 
J960b, 1996a) framework only deviate slightly from the original approach, and are mostly 
responses to criticisms of the framework. These alterations or additions may be appropriate 
depending on the nature of the evaluation or the personal preferences of the evaluator. The 
main advantage of the Kirkpatrick (1996a) framework over the following models is that it is 
considered a standard in the field (Holton, 1996). 
WaIT, Bird, and Rackham (1970) developed the context, input, reactions and outcome 
(eJRO) model. Context and outcomes identifY and assess reactions, learning, job behaviour, 
and organisational change; while inputs assess resources. The model improves on the 
Kirkpatrick (1959a, 1959b, 1960a, 1960b) hierarchy because it includes context, however it 
does not measure behavioural change, which is a critical issue. 
Both Hamblin (1974) and Phillips (1992) add a fifth level to Kirkpatrick's (1959a, 
1959b, 1960a, 1960b, 1996a) framework. Hamblin divides Kirkpatrick's (1996a) fourth level 
into organisational variables (non-economic such as productivity) and ultimate value 
variables (economic). This improves on the Kirkpatrick (1996a) framework since by 
separating objectives they are more easily identified. Phillips'( 1992) model separates ROJ 
from other results to fonn a fifth level. The advantage of separating ROJ is that it prevents 
negative ROT from changing positive results to negative. 
Brinkerhoff (] 987) developed a six level model adding two fonnative stages to the 
Kirkpatrick (1959a, 1959b, 1960a, 1960b, 1996a) framework: (1) needs and goals, and (2) 
Human Resource Development (HRD) design. The model is advantageous because it 
considers outcomes in relation to time by distinguishing between immediate, intemlediate 
and ultimate outcomes. The model is also beneficial because it addresses both the process and 
the outcomes of evaluation, is not strictly linear, and considers both programme 
implementation and learning value (Brinkerhoff 1987). 
Bakken and Bernstein (1982) created the Systematic Evaluation of Training (SET) 
model. This model has the same four levels as the Kirkpatrick (1959a, 1959b, 1960a, 1960b) 
framework. SET however differs in that it has two stcps: (1) detennining relevant decision 
makers, and (2) detennining training goals. The advantages of the model are that it is easier 
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Bramely and Kitson (1994) suggest that methods such as cost-benefit analysis, impact 
analysis and Total Quality Management (TQM) are used in evaluation oflevel three and four 
of Kirkpatrick's (1959a, 1959b, 1960a, 1960b) framework. This approach is advantageous 
because it selects specific tools that can be applied to the levels that are most difficult to 
measure. 
Mathieu et a!. (1992) also extend on the Kirkpatrick (1959a, 1959b, 1960a, 1960b) 
framework. Their model measures the individual and situational inf1uences on training 
effectiveness, and focuses on how reactions affect motivation. This model is valuable because 
it considers intervening variables and incorporates the findings of learning transfer research. 
Training Effectiveness and Learning Transfer Models 
There are two reasons for reviewing the training effectiveness and learning transfer 
models. First, they demonstrate how learning transfer theories can be applied in practice. 
Second, they show how the levels of the framework operate from a learning transfer 
perspective. Models developed by the following researchers are reviewed: Kearsley and 
Compton (1981), Kraiger et a1. (1993), Holton (1996), and Kraiger (2002). 
A Model for Effectiveness and Efficiency 
Kearsley and Compton's (1981) approach differs to the Kirkpatrick (1959a, 1959b, 
1960a, 1960b) framework since the focus is predominantly on effectiveness (better results 
with same resources) and efficiency (same outcomes with fewer resources). Three models are 
proposed and the suitability of each depends on the training context and the resources 
available (Kearsley & Compton, 1981). This approach is beneficial when costs are an 
imperative. 
A Multidimensional Model of Learning 
Kraiger et a1. (1993) developed a multidimensional model oflearning outcomes, as 
well as a training process for establishing learning evaluation measures. Three outcomes are 
identified: cognitive. skill-based. and affective (attitude and motivation). The measurement of 
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1959b, 1 960a, 1960b) frame\vork. The model is advantageous as it is extensive and holistic; 
however it is not very user-friendly since guidelines for application are limited. 
The Influences Model 
Holton's (1996) model identifies five elements: secondary influences, motivation, 
environmental, outcomes, and ability/enabling. The strengths of the model are that it is 
holistic: and unlike the Kirkpatrick (1959a, 1959b, 1960a, 1960b, 1996a) framework includes 
a broad range of intervening variables, attempts to measure causes of outcomes, and shows 
direction of cause and effect (Donovan et al., 2001). The main limitations of the model are its 
complexity and its relatively limited application in research and practice. 
Decision Based Evaluation Alodel 
Kraiger's (2002) model takes a different perspective to the Kirkpatrick (1959a, 1959b, 
1960a, 1960b, 1996a) framework by specifically focusing on decision-making. In the model 
evaluation purpose is to linked evaluation target (training content and design, changes in 
learners, and organisational payoffs), evaluation method is separated from targets, and 
measurement methods are chosen depending on the type of change desired. The main 
advantage of this model is that it provides a rigorous system for decision making. 
Summary of Alternative Training El'aluatiollltfodels 
As the above review demonstrates, the extensions on the Kirkpatrick (1959a, 1959b, 
1960a, 1960b, 1996a) framework more or less maintain the same approach as the framework; 
focussing on training outcomes in tenns of levels. On the other hand, the training 
effectiveness models and learning transfer models centre on the impact of the individual, 
organisational. and training related factors on training transfer. Although both the extensions 
on the Kirkpatrick (1996a) framework and the training effectiveness models and learning 
transfer models each have specific advantages, the practicality (Kirkpatrick, 1996a), 
simplicity (Kirkpatrick, 1996a) and the fact that the framework is successfully "tried and 
tested" (Blanchard et a1.. :WOO: CatalanelJo & Kirkpatrick. 1967: Olsen. ]998) make the 
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and learning transfer models it is clear that learning transfer is a crucial element of training 
evaluation. Theories of learning transfer arc therefore examined in the following section. 
Learning Transfer Literature 
In this section the learning transfer variables arc divided into the follovving categories: 
individual, organisational and training design. 
Individual Factors Influencing Learning Transfer 
At the individual level the following studies reveal that cognitive ability, motivation, 
self-efficacy, general attitudes and commitment influence learning transfer in training. 
Ability and Personality Dispositions 
At the individual level studies confirm that general cognitive ability has a significant 
impact on learning transfer and trainee success (Kanfer & Ackennan, 1989; Ree & Earles, 
1991). Individuals with the ability to monitor their learning and make adjustments according 
to the environment have greater confidence and transfer leaming more effectively (Ford, 
Smith, Weissbein, Gully, & Salas, 1998). Metacognitive ability is found to be a strong 
predictor of cognitive, affective and skill-based outcomes of training (Schmidt & Ford, 2003). 
In tenns of personality, it is found that higher levels of emotional stability and 
openness to change positively correlate with faster skill acquisition (Herold, Davies, Fedor, & 
Parsons, 2002). It is also found that high conscientiousness compensates for early leaming 
difficulties (Herold et a1., 20(2), and emotional stability maintains good perfonnance from 
the beginning to the application of training (Herold et aI., 20(2). 
Jlotivatioll 
A number of studies examine the effects of motivation on learning transfer. It is found 
that motivation to leam positively influences leaming transfer (Clement, 1982: Kanfer & 
Ackennan. 1989). and promotes both immediate and delayed learning (Vv'aIT et aL 1999), 
Entering training with a motivation to be successful is also found to increase the likelihood of 
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Bowers, 1991). Reactions to training (Mathieu et a1., 1992; Seyler. Holton, Bates, Burnett, & 
Caryalho, 1998), organisational commitment (Facteau, Dobbins, RusselL Ladd, & Kudish, 
1995, Seyler et a1., 1998), supcrvisor and peer support (Seyler et a1., 1998), attitudes towards 
training (Seyler et a1., 1998), personality characteristics (Seyler et a1., 1998), and trainees' 
perceptions of the environment (Seyler et a1., 1998) are also found to influence motivation to 
transfer learning. 
Self-Efficacy 
Studies reveal that higher levels of self-efficacy positively influence learning transfer 
(Ford et a1., 1998; Haccoun & Saks, 1998) especially when goal-setting strategies are used 
(Stevens & Gist, 1997). Related to self-efficacy is confidence, which is found to influcncc 
both immediate and delayed learning (WaIT & Allan, 1999). 
Attitude and Commitment 
Studies find that general attitudes towards training influence learning transfer (Wan & 
Bunce, 1995), and that positive reactions to training affect positive post-training attitudes 
(Tannenbaum et aI., 1991). Findings show that individuals who approach training with a view 
to master the learning content are better able to transfer learning (Ford et a1., 1998). Research 
also demonstrates that expectations are related to training attitudes; since organisational 
commitment, training motivation and to a lesser degree self-efficacy; are positively related to 
trainee expectation fulfilment (Tannenbaum et aI., 1991). 
Organisational Factors b~/luel1cillg Learning Tram·,fer 
At the organisational level the studies below reveal that feedback, support structures 
and organisational climate influence learning transfer. 
Feedback 
Clement ( 198~) finds that general feedback affects leaming transfer. This is confinned 
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(Roullier & Goldstein, 1993), punishment feedback (Roullier & Goldstein, 1993), no 
feedback (Roullier & Goldstein, 1993), and frequency of feedback (Baldwin & Ford, 1988) 
are found to influence learning transfer. 
Support 
It is found that a culture supporting continuous learning positively influences the 
application oflearnt behaviour after training (Tracey, Tannenbaum, & Kavanagh, 1995). 
Supervisor (Baldwin & Ford, 1988; Clement, 1982; Quinones, Sego, Ford, & Smith, 1995-
96), peer (Baldwin & Ford, 1998; Bates, Holton, Seyler, & Carvalho, 2000; Clement, 1982; 
Ford et al., 1998: Quinones et a1., 1992), subordinate (Bates et aI, 2000.) and supervisor 
sanctions (Bates et al., 2000) are also found to influence learning transfer. 
Organisational Climate 
The following studies show that organisational climate is found to either enhance or 
constrain learning. General climate-based factors found to either enhance or limit learning 
transfer include: goal cues, social cues, task and structural cues, and self-control cues 
(Roullier & Goldstein, 1993). Opportunities to practice learning (Baldwin & Ford, 1988; 
Clement, 1982) and opportunities to use new knowledge (Baldwin & Ford, 1988) are found 
to positively affect learning transfer. Whereas group resistance (Bates et aL, 2000), actual 
situational constraints (Baldwin & Ford, 1988: Mathieu et a\" J 992) and a foreknowledge of 
situational constraints (Mathieu et aI., 1988) are found to limit learning transfer. 
Training Design Factors b~fluellciJlg Learning Trall~fer 
The review of the literature below reveals that the training design factors influencing 
learning transfer include: learning strategies and general training design characteristics. 
Leaming Strategie"~ 
It is found that the use oflearning strategies int1uenees both immediate and delayed 
1caming (Warr & Allan, 1999). A number of studies examine the innucnce of goal setting 
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training (Werner, O'Leary-Kelly, Bald\vin, & Wexley, 1994; Wexley & Baldwin, 1986), 
aligning goals with the steps required to achieve long-te11l1 career aspirations (Hesketh, 1997) 
and supplementing goal setting strategies with self-management training strategies (Gist, 
Bavetta, & Stevens, 1990) positively influences learning transfer. 
Other learning strategies found to positively influence learning transfer include: 
Relapse Prevention (identifYing problems and applying relevant solutions) (Tziner, Haccoun, 
& Kadish, 1991), open learning (1earning at own pace and time) (Warr & Bunce, 1995) and 
analytic learning (Warr & Bunce, ] 995). Error based learning, discovery based learning, and 
developing metacognitive skills (planning, monitoring, and self-evaluation) (Smith, Ford, & 
Kozlowski, as cited in Machin, 2002) are also found effective in influencing learning transfer. 
General Training Design Characteristics 
The following studies demonstrate that a number of factors related to training design 
influence learning transfer. Factors such as the size and composition of the training group, 
and the level of cooperative learning (Baldwin & Magjuka, 1991) are found to influence 
transfer. Findings also show that trainee readiness influences learning transfer (Clement, 
1982; Hicks & Klimoski, 1987). It is found that trainees who receive realistic notice of 
training are more motivated to learn, more committed to attend, view the workshop as more 
appropriate, and expect to gain more from the training (Hicks & Klimoski, 1987). 
Training programmes with positive reputation (Facteau et aL 1995), spanned over a 
number of sessions (Schmidt & Bjork, 1992), with optional attendance (Mathieu et aI., 1992), 
that meet trainee expectations (Hicks & Klimoski, 1987), with higher levels of content 
validity (Bates et aI., 2000) and a focus on the task level (Bennett et aI., 2003) are found most 
successful in influencing learning transfer. On the other hand, lack of similarity between 
training and job settings is found to negatively influence training transfer (Clement, 1982). 
SUl1ll1laIY of Learning Trall,\fer Theories 
As demonstrated above; individual, organisational and training design factors have 
significant influence on the transfer oflearning in training evaluation. It is therefore an 
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Chapter Two Conclusion 
Four important conclusions are established in chapters two. First, the review 
demonstrates the efficacy of training evaluation in light of the important functions it fulfils 
for organisations engaging in training. Second, the review confinns the nature, strengths and 
appropriateness of the Kirkpatrick (1996a) framework for this research. Third, the review 
establishes the areas of weakness that need to be considered when applying the framework 
through an examination of both critiques of the framework and alternative models of training 
evaluation. Fourth, the review demonstrates the importance of accounting for the factors 
affecting learning transfer when applying the framework. The following chapter reviews the 
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CHAPTER THREE: A REVIE\V OF \VDT LITERATURE 
This chapter is concerned with the context of the evaluation, namely the HERS-SA 
Academy. The Academy is a training and development programme for women who hold or 
aspire to hold senior leadership positions in HE. WDT is therefore the contextual base for this 
research, and hence it is important to review literature related to this topic. The chapter is 
divided into two parts; the first describes the HERS-SA Academy and the second reviews 
WDT literature. 
Part One: The HERS-SA Academy 
Brief description of the HERS-SA Academy 
The Academy's target group includes professional women working in HE 
predominantly in South Africa, but also in other African countries. The Academy is an 
intensive programme running for seven consecutive days during September in Cape Town. 
To date three Academy programmes have been held in 2003, 2004 and 2005. The Academy 
is designed and managed by HERS-SA, a registered voluntary association. HERS-SA was 
born out of HERS Mid America, which has been involved in development of women in HE 
in the United States (US) since 1975. For more details of the Academy and the HERS-SA 
association please see Appendix A. 
Principles and Goals of the HERS-SA Academy 
The following principles adapted from Willis and Daisley (1992) fonn the basis of 
HERS-SA's approach: (1) women-only, (2) self-nomination, (3) holistic, (4) confidentiality, 
(5) equality, (6) experienced and expert facilitators, (7) role models, (8) participant ownership 
of content (based on participant input and experiences), (9) practical and participative, and 
(10) networking. The specific goals of the HERS-SA Academy include the following (HERS-
SA, n.d.): 
I. "To enable participants to hear from leaders in the sector who will address a number 
of important issues facing universities and tcchnikons at the institutional level." 
"To provide pat1icipants with the 0PP0l1unity to debate strategic responses to a series 
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3. "To provide a facilitated opportunity for participants to reflect on their own personal 
professional growth." 
4. "To enable participants to engage with the other professional women who understand 
the employment dynamic of HE." 
Summary of Part One 
As shown above, the HERS-SA Academy has both a dearly defined target group and 
explicit training aims and principles. Like most training programmes, the aims and principles 
of the training are designcd to address the specific needs or problems of the target group 
(Rossi, Lipsey, & Freeman, 2004), and herein lies the significance of the training. The 
following section explores these needs and problems by reviewing the literature related to the 
current status of women in HE, the problems faced by women in and the strategies 
proven successful in alleviating these problems. The main objective of this chapter is to 
demonstrate both the efficacy of the HERS-SA Academy as a strategy for helping women in 
HE, and the efficacy of an evaluation of the HERS-SA Academy. 
Part Two: Review of \VDT 
The following four elements ofWDT are reviewed: (1) the position of women in HE, (2) 
baJTiers to women's advancement in HE, (3) training as a strategy for helping women's 
position in HE, and (4) the efficacy of evaluating WDT. 
The Pmi.ilion of Women ill liE 
This section reviews literature on the position of women in HE in tenns of (1) the 
representation of women, (2) the progress of women's advancement, (3) the types of 
institutions that attract women, (4) the relative status of women, and (5) the types of jobs 
occupied by women. The purpose of this section is to provide a realistic description of the 
position of women in HE both in South Africa and internationally, in order to establish the 
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The l}l1der-Representation of Women ill HE 
Research shows that the under-representation of women in HE is a universal trend 
(Subotzky, 2001). Women are found to be underrcpresented in leadership positions in HE in 
the United Kingdom (UK) (Acker, 1992; Bagilhole, 2000; Bain & Cummings, 2000; Brown, 
1997,1999; EI-Khawas, 1997; Forster, 2001; Goode & Bagilhole, 1998; Spurling, 1997; 
Wisker, 1994) and Ireland (O'Connor, 2000); Australia (Bain & Cummings, 2000; Eggins, 
1997; McCal1, Liddell, O'Neil, & Coman, 2000); the US (Bain & Cummings, 2000; Ebbers, 
Gal1isath, RockeL & Coyan, 2000; Johnson, 1993; "The Carnegie Commission on Higher 
Education (CCHE), 1973); Nordic countries (Reisby & Knudsen, 2001), specifically Nonvay 
(Rogg, 2001) and Sweden (Eliasson, Berggren, & Bonddestam, 2000); Brazil, Chile, 
Germany, Israel, Japan, Korea, and Mexico (Bain & Cummings, 2000); South Africa (de la 
Rey, 1998; Fourie, 1999; Greyvenstein, 2000; Howell & Subotzky, 2002; Mabokela, 2003; 
Mkabela, 1999; Subotzky; 2001; Walker, 1997; Zulu, 2003); and commomvealth countries 
(Teferra & Altbach, 2004). 
The following data provided by the South African Department of Education (SADoE) 
(2003) on the proportion of staff in South African HEIs by gender, substantiates the findings 
of the literature reviewed above. In 2003, women constituted 42.57% of professional staff 
and 55.55% of non-professional staff (SADoE, 2003). In tenns of senior professional 
positions, the proportion of women in academic positions is 40.72%, in managerial positions 
25.92%, and in specialist/support positions 58.05% (SADoE, 2003). In tenns of junior posts 
such as non-professional administration, women constituted 71.10% of all positions (SADoE, 
2003 ). 
17,e Progress of Women's Advuncemel1t 
Research shows that the number of women leaders has increased but progress has so far 
been slow. This finding is evident in the UK (Acker, 1992; Brown, 1997, 1999), Norway 
(Rogg, 2001), the US (Johnson, 1993), Australia (Blackmore & Sachs, 2000), and South 
Atl-ica (Grcyvenstein, 2000; Peruma1, 2003; Subotzky, 2001). These studies are supported by 
data from the SADoE (2003), where although the amount of women in senior professional 
positions increased by 56.74(Yo in the period from 1994-2003. women still constituted only 
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Institutiolls that Attract Women 
Research shows that institutions where women are in positions ofleadership have 
relatively less prestige and power than institutions dominated by men. This is found in the CS 
(Johnson, 1993; CCHE, 1973), UK (Brown, 1999), and South Africa (de la Rey, 1998). 
The Status of Women ill HE 
The following literature demonstrates that women in HE also have lower status. A 
higher proportion of women are found in contract positions in the UK (Acker, 1992; Forster, 
2001; Lahtinen & Wilson, 1994), Australia (McCall et al., 2000), and in SET in South Africa 
(Chinsamy-Turan, 1 999a, 1999b). Women in HE also have generally lower salaries than men, 
specifically in the US and Australia (Poole & Bomholt, 1998), and the UK (Lahtinen & 
Wilson, 1994). In a study undertaken by de la Rey (1998) in South African universities, 
women are also promoted less often than men. 
Jobs Occupied by Women 
Research shows that not only are women concentrated in positions of lower rank and 
status, they are also concentrated in a narrow range positions; for example library, nursing, 
and health sciences. This trend is demonstrated in for example, the UK (Forster, 2001; 
Lahtinen & Wilson, 1994) and South Africa (de la Rey, 1998: Zulu, 2003). 
SUl1lmary of the Positioll of Women ill HE 
As the above section demonstrates, the position of women in HE is far from ideal which 
justifies the HERS-SA Academy in addressing a real and significant need. The following 
section reviews the literature uncovering the reasons for women's current position, in other 
words the barriers to women's advancement. 
Barriers to Women's Advancement ill HE 
[n this section. batTiers to \vomen's advancement in HE are grouped into three 










Determining the Effectiveness 26 
General Barriers to Women's Advancement ill HE 
The following general barriers to women's advancement are found. Lack of mentors is found 
by Australian (Ehrich, 1994; McCall et a1., 2000) and South African (Fourie, 1999; Swartz, 
2002; Walker, 1997) studies. 
Lack of role models is supported by studies undertaken in the UK (Coats, 1994; Cole, 
2000; Poole & Bomholt, 1998), Australia (McCall et a1., 2000) and South Africa (Fourie, 
1999; Mathipe & Tsoka, 2001; Mkabela, 1999; Swartz, 2002; Zulu, 2003). 
Limited networks is demonstrated by studies conducted in the US (Shakeshaft, 1993), 
UK (Brown, 2000; King, 1997), and South Africa (Chinsamy-Turan, 1999a, 1999b; de la Rey, 
1998; Fourie, 1999; Mabokela, 2003; Mathipe & Tsoka, 2001; Swartz, 2002; Zulu, 2003). 
Lack of institutional support is found by both UK (Spurling, 1997) and Australian 
(Ehrich, 1994) studies. 
A lack of research about women in HE is found by a study conducted by More1y (2005) 
in commonwealth countries. 
Limited training opportunities is found by research undertaken in the CK (Coats, 1994; 
Forster, 2001; Goode & Bagilhole, 1998; Willis & Daisley, 1992) and South Africa 
(Subotzky, 2001; Walker, 1997). 
Gender stereotyping is supported by UK (Acker, 1992) and South African (de la Rey, 
1998; Mathipe & Tsoka, 2000; Subotzky, 2001; Zulu, 2003) studies. 
Individual Barrier$' to Women's Advancemel1t il1 HE 
The following individual barriers to women's advancement are found. Lack of 
confidence is supported by studies conducted in the US (Shakeshaft, 1993), the UK (Brovm, 
2000) and South Africa (Mathipe & Tsoka, 2001). 
Lack of knowledge about institutional structures, nonns for promotions and 
professional activities is found by studies conducted in the UK (Brown, 2(00) and South 
Africa (de la Rey, ] 998; Walker, ] 997). 
Lack of experience is found by studies undertaken in Australia, Brazil, Chile. Gennany, 
Israel, Japan. Korea, Mexico, the CK, and the US (Bain & Cummings. 2000) and in South 
AtTica (Mathipe & Tsoka. 2001: Walker. 1997). 
Lack of career planning is supPOlied by UK (Mclay & BrO\\I1, 200 I) and South Afi-ican 
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Lack of assertiveness is found by a South African study (Mathipe & Tsoka, 2001). 
Institutional Barriers to Women's Advancement ill HE 
The following institutional barriers to women's advancement are found. Work/family 
conflicts is found by studies conducted in the US (Bain & Cummings, 2000; Shakeshaft, 
1993); the UK (Acker, J 992; Bain & Cummings, 2000; Forster, 2001); Australia (Bain & 
Cummings, 2000; Ehrich, 1994; McCall et aI., 2000); Norway (Rogg, 2001); Brazil, Chile, 
Germany, Israel, Japan, Korea, and Mexico (Bain & Cummings, 2000); and South Africa (de 
la Rey, 1998; Morely, 2005; Peterson & Gravett, 2000; Zulu, 2003). 
Lack of family friendly institutional practices and policies is suppOlied by research 
undertaken in the UK (Acker, 1992), Australia (McCall et aI., 2000), and South Africa (de la 
Rey, 1998). 
Limited access to networks is a barrier found by UK (Acker, 1992), Australian (McCall 
ct aI., 2000) and South African (Peterson & Gravett, 2000) studies. 
The domination of an institutional culture based on male values is found by studies 
conducted in the CK (Acker, 1992; Goode & Bagilhole, 1998), the US (Ebbers et al., 2000), 
Germany (Muller, 2000), Australia (Blackmore & Sachs, 2000), and South Africa 
(Chinsamy-Turan, 1999a; de la Rey, 1998; Mabokela, 2003; Mathipe & Tsoka, 2000, 2001; 
Morely, 2005; Peterson & Gravett, 2000; Subotzky, 2001; Walker. 1997). 
Stereotyped job positions is found by US (Johnsrud & Heck, 1994; Park, 1996), 
Australian (Blackmore & Sachs, 2000) and South African (Mathipe & Tsoka, 2000) studies. 
Prejudiced employment practices is found by studies undertaken in the US (Ebbers et 
a1., 2000; Johnsrud & Heck, 1994; Hargens & Long, 2002), the UK (Acker, 1992; Forster, 
2001; Goode & Bagilhole, 1998; Mclay & Brown, 2001), Gennany (Muller, 2000), and 
South Africa (de la Rey, 1998; Mabokela, 2003; Mathipe & Tsoka, 2000, 2001; Peterson & 
Gravett, 2000; Subotzky, 2001; Walker, 1997; Zulu, 2003). 
Sexual harassment is found by studies undertaken in the UK (Acker, 1992) and 
commonwealth countries (Morely. 2005). 
Resistance to affil1native action is found by research conducted in commonwealth 
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Summary of tire Barriers to Women's' Advancement ill HE 
This section highlighted the main barriers that impede women's advancement in HE. 
The objectives of the HERS-SA Academy are directly aligned with a number of these barriers, 
which validates the efficacy of the Academy in addressing the root problem of the target 
group. The following section examines the appropriateness of training as a strategy to address 
the situation faced by women in HE. 
Training as a Strateg:rfor Helping U'ome11 's Position il1 HE 
This section reviews the following: (1) literature advocating WDT, (2) literature 
reporting the benefits ofWDT, and (3) literature demonstrating the outcomes ofWDT. 
Literature Advocating WDT 
The literature demonstrates that WDT is universally recommended as a viable strategy 
for promoting women's progress in HE. This is demonstrated by research undertaken in the 
UK (Atchison, 1993; Bain & Cummings, 2000; Brown, 1997; Brown, 2000; Farish, McPake, 
Powney, & Weiner, 1995; Poole & Bomholt, 1998; Walton, 1997; Willis & Daisley, 1992; 
Wisker, 1994); Australia (Bain & Cummings, 2000; Eggins, 1997: McCall et a1., 2000; Poole 
& Bomho!t, 1998); South Africa (Chinsamy-Turan, 1999b; Mathipe & Tsoka, 2000,2001; 
Norris, 2001; Peterson & Gravett, 2000); the US, Gennany, Mexico, and Israel (Bain & 
Cummings, 2000; Poole & Bornhol, 1998); Brazil, Chile, Japan, and Korea (Bain & 
Cummings, 2000); Hong Kong (Poole & Bomho!, 1998); and Sweden (Eliasson et al., 2000; 
Poole & Bomholt, 1998). 
Benefits of JJ'DT 
UK studies find that WDT is valuable because it provides a safe and non-threatening 
environment (Atchison, 1993; Coats, 1994; Davidson & Cooper, 1992; Hanison & Williams, 
1993; Willis & Daisley, 1992, 1997) and women are not dominated by men (Atchison, 1993: 
Davidson & Coopcr, 1992: Willis & Daisley. 1992: Wisker. 1994). Both UK (Coats, 1994: 
Willis & Daisley, 1992) and US (Lewis & Fagcnson. 1995) studies find that women only 
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support. It is found by UK studies that these factors enable the following benefits: enhanced 
learning (Willis & Daisley, 1997) and open communication (Willis & Daisley, 1992, 1997). 
Outcomes of wnT 
The following studies demonstrate the outcomes ofWDT in HE. The outcomes of UK 
studies on WDT classified as Kirkpatrick (1996a) level two outcomes include: increased 
positive attitudes (Atchison, J 993; Segall, 1993), increased assertiveness (Brown, 2000; 
Monks & Barker, 1999), increased motivation (Segall, 1993), reassurance about personal 
practices (Wisker, 1994), better understanding of the university system (Brown, 2000; Monks 
& Barker, 1999), accepting responsibility for own advancement (Willis & Daisley, 1992), 
realising problems experienced are shared (Monks & Barker, 1999), realisation of the value 
of networking (Monks & Barker, 1999), and knowledge of career development strategies and 
strategies to deal with career advancement barriers (Monks & Barker, 1999). 
Outcomes common to both UK and US studies classified as Kirkpatrick (1996a) level 
two outcomes include: increased confidence (Atchison, 1993; Brown, 2000; Ebbers et al., 
2000; Harrison & Williams, 1993; Monks & Barker, 1999; Shakeshaft, J 989; Willis & 
Daisley, 1992; Wisker, 1994), clarification and validation of career goals (Atchison, 1993; 
Brown, 2000; Ebbers et al., 2000; Monks & Barker, 1999; Willis & Daisley, 1992), improved 
management skills (Brown, 2000; Harrison & Williams, 1993; Ouston, Gold, & Gosling, 
1993; Segall, 1993; Shakeshaft, 1989), and encouragement to fmiher educational 
qualifications (Ebbers et al., 2000). 
The outcomes of UK studies on WDT classified as Kirkpatrick (1 996a) level three 
outcomes include: fonning support groups (Atchison, 1993), plans to develop training 
initiatives (Atchison; Harrison & Williams, 1993), changed careers (Brown, 2000), 
undergoing further training (Monks & Barker, 1999; Segall, 1993), alternative organisational 
behaviours (Segall, 1993; Wisker, 1994), better perfonnance in the university system (Brown, 
2000; Monks & Barker, 1999), expanded participation in the workplace (Brown, 2000; 
Wisker, 1994), increased involvement on decision-making bodies (Brown, 2000; Monks & 
Barker, 1999), intention to apply for a new position (Monks & Barker, 1999), and increased 
independence and productivity (Willis & Daisley. 1992). 
Outcomes common to both UK and US studies classified as Kirkpatlick (1996a) level 
three outcomes include: increased networks (Atchison. 1993; Brown. 2000: Ebbers et al., 










Determining the Effectiveness 30 
approach to work (Segall, 1993; Shakeshaft, 1989), promotion (Brown, 2000; Ebbers et al., 
2000; Harrison & Williams, 1993), personal and professional advancement (Ebbers et aL, 
2000; Willis & Daisley, 1992), changes in goals and values (Shakeshaft, 1989), and increased 
likelihood of applying for more senior positions (Ebbers et a1., 2000: Shakeshaft, 1989). 
Summary of WDT 
This section demonstrates the following: (1) training is internationally advocated as a 
strategy for helping women's advancement in HE, (2) women only training has unique 
benefits over mixed sex training, (3) there are a broad range of positive outcomes directly 
associated with WDT, and (4) there are currently no cases of evaluative research on the 
outcomes ofWDT in South Africa. 
These conclusions are significant in two ways. First, they support the efficacy of the 
HERS-SA Academy as a solution for helping advance women in HE. Second, they confirm 
the efficacy of evaluating HERS-SA outcomes, specifically in the South Africa. The final 
section of this chapter reviews literature justifYing the importance of evaluations ofWDT. 
Justification for Evaluating the HERS-SA Academy 
This section aims reviews the follmving: literature advocating thc efficacy of evaluating 
WDT and literature demonstrating the lack of evaluative research in WDT. 
Literature Advocating the Efficacy of Evaluation 
Studies in Australia (Eggins, 1997), the UK (Bagilhole, 2000; Gold, 1993; Segall, 1993; 
Willis & Daisley, 1992; Wisker, 1994), the US (Lewis & Fagenson, 1995), and South Africa 
(Fourie, 1999) find that evaluation is an integral part ofWDT. Willis and Daisley (1992) find 
that evaluation ofWDT is important because it reassures the organisation, silences the cynics, 
ensures continued support, and contributes to learning. Other UK studies find that it allows 
the participants to reflect on their training experiences and post-training behaviour (Willis & 
Daisley, 1992; Wisker, 1994), encourages implementation of the training (Willis & Daisley, 
1992: Wisker, 1994) produces good practice and guidelines (\\'iskcr, 1994), and makes 
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The Needfor Evaluath!e Research in WDT 
Bagilhole (2000) finds that there is a general lack of evaluation ofWOT. This is 
contlnned by Eggins (1997) who finds that research on the effects ofWOT are limited, and a 
direct relationship between programme participation and career advancement has not been 
established. A number of studies, for example Bagilhole, Segall (1993), and Eggins (1997), 
emphasise the need Tor more evaluative research on WOT. 
Summal)' of the Justificatio11 of Evaluating the HERS-SA Academy 
This section supports the relevance and efficacy of an evaluation of the HERS-SA 
Academy through the following conclusions: (1) there is genuine lack of evaluative research 
on WOT in developed countries, (2) there are currently no documented cases of evaluations 
of WOT in South Africa, (3) there is a need for more evaluative research on WOT, and (4) 
evaluations ofWOT are important. 
Chapter Three Conclusion 
The first part of this chapter examined the nature and objectives of the HERS-SA 
Academy. This provides a contextual foundation for the second part of the chapter, namely 
the review of WOT. The review conducted in the second pa11 focuses on four clements of 
WOT: (1) the position of women in HE, (2) barriers to women's advancement in HE, (3) 
training as a strategy for helping women's position in HE, and (4) the justification for 
evaluating WOT. In totality the review of these four elements provides a solid case for the 
efficacy of an evaluation of the HERS-SA Academy. The fol1owing chapter examines the 
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CHAPTER FOUR: RESEARCH METHODS 
This research methods chapter is structured differently to the conventional methods 
fonnat due to the nature the research (evaluative) and the type of the research design. The 
research design was a three staged approach, and thus the research methods are discussed 
separately under each of the three stages of the research. The three stages included the 
following: (1) quantitative evaluation of participant reactions, (2) quantitative evaluation of 
participant responses to the Electronic Questionnaire, and (3) thematic analysis of interviews 
using the Success Case Method (SCM) (Brinkerhoff, 2003). 
There are three sections to this chapter. The first section provides a brief overview of 
the research design. The second section discusses the research methods for each stage of the 
research. The third section discusses the limitations of the research design and research 
methods. 
Section 1: Overview of the Research Design 
The Research Question 
The aim of the research was to evaluate the 2003 and 2004 HERS-SA Academies using 
the Kirkpatrick (I 996a) framework of training evaluation. In meeting this aim the following 
questions were addressed: 
1. To what extent are the objectives of the 2003 and 2004 Academies achieved in tenns of 
the reactions, learning and behaviour outcomes of participants? 
2. Tfthe intended outcomes of each Academy are unsuccessful or only partially 
successful, what recommendations can be made for improvement? 
Features of the Re!.;earch Design 
The stages of the research design were cssentially mini-e\aluations since their t()CUS 
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evaluation conducted for this research; measuring outcomes on a number of Kirkpatrick 
(1996a) levels over a relatively prolonged period of time. As demonstrated in the research 
objectives, level four of the framework was not measured in this research. There were two 
reasons for this: (l) it was not appropriate in view of the relatively recent establishment of the 
Academy and (2) it was not feasible considering the resources and time available for the 
evaluation. It is important to note that although outcomes were measured in this research, 
these were based on respondent perceptions, and hence they should not be confused with true 
causational outcomes of a pre-post test design. They were therefore tenned outcomes simply 
for practical convenience and ease of understanding. The three stages ofthe research are 
briefly outlined and presented in diagrammatic fonnat below. 
Chronological Representation of the Three Stages of the Research 
Figure 1 outlines the chronological process of the research. 
Figure I 
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Overview of Stage Olle Evaluation: Quantitative Evaluatiol1 of Participant Reactions 
The Stage One Evaluation was based on participant reactions gathered in mid-
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One Evaluation measured immediate outcomes (Brinkerhoff & Dressler, 1990). Participant 
evaluations were measured through Reactions Questionnaires designed and implemented by 
the HERS-SA management board. The quantitative component of the Reactions 
Questionnaires were analysed descriptively and the qualitative component was analysed by 
summing the frequencies of common statements. The reactions level of the Kirkpatrick 
(J996a) framework was the primary focus in the Stage One Evaluation; however learning and 
behaviour outcomes emerged from the qualitative component of the questionnaire, and hence 
these levels were also examined. 
\Vith regards to reactions, only the overall reactions to the Academy were examined in 
the Stage One Evaluation for three reasons. First, HERS-SA already evaluated these 
questionnaires in order to improve the design and logistics of subsequent Academies, and 
hence re-evaluating these aspects of reactions was futile. Second, reactions is the least 
important level of the framework (Kirkpatrick, 1996a). Third, the reactions level has 
relatively little influence and consequence in terms of the other levels of the framework 
(Alliger & Janak, 1989; Alliger et ai., 1997; Dixon, 1990; Mathieu et aI., 1992; Noe & 
Schmitt, 1986; Ruona et aI., 2002; Warr & Bunce, 1995). 
Overview of Stage Two Evaluation: Evaluation of Re~ponses to the Electronic 
Questiollnaire 
The researcher developed an Electronic Questionnaire to measure the learning and 
behaviour levels of the Kirkpatrick (J 996a) framework for both the 2003 and 2004 
Academies in June 2005. Hence the Stage Two Evaluation measured intennediate outcomes 
(Brinkerhoff & Dressler, 1990). The Electronic Questionnaire v/as based on respondent 
perceptions of learning and behaviour outcomes, which means that statistical methods and the 
implications of results were limited. Due to Jow response rates, only the 2004 Academy was 
evaluated in the Stage Two Evaluation, and hence it was not possible to compare 2003 and 
2004 outcomes in this stage. Since the questionnaire was based on participant perceptions and 
only cvaluated the 2004 group, the analysis for the Stage Two Evaluation predominantly lent 
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Overview of Stage Three Evaluation: Thematic Analysis of SC1t1/nterviews 
The Stage Three Evaluation involved a thematic analysis of interviews conducted according 
to the SCM (Brinkerhoff, 2003). Interviews took place in October 2005, and hence this stage 
measured intennediate to long teml outcomes (Brinkerhoff & Dressler, 1990). The main 
assumption of the SCM is that training impact can best be measured by those trainees who 
have been most effective in applying their learning in their work, and also from those 
individuals who have been the least effective (Brinkerhoff, 2(03). The main objective of this 
stage was to confinn and provide insight into the findings of stages one and two, and hence 
quantity of results y1'as not the goal of the Stage Three Evaluation. The SCM was selected 
because it is designed specifically for training evaluations, and it is quick, easy, practical, 
accurate and trustworthy (Brinkerhoff, 2003). These advantages made the approach highly 
appropriate to the research, specifically in consideration of the aims of the stage 
(confinnatory rather than quantity), the nature of the research (evaluative), and the time 
constraints on the research. 
Diagrammatic Representation of the Research Design 
Figure 2 provides a diagrammatic representation of the three stages of the research process. 
Figure 2 
Diagram Jfapping the Three Stages of the Re!'o.'earch 
Stage One Evaluation 
Reactions Questionnaires 
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Section 2: Research Methods 
This section examines in detail the different research methods used for the Stage One, 
Two and Three Evaluations. 
Stage One Evaluation: Quantitative Evaluation of Participant Reactions 
Sampling "Methods 
Decs'criptiol1 of Sampling Method. The sampling method used in the Stage One 
Evaluation is based on the SCM (Brinkerhoff, 2003) approach to sampling. In this approach it 
is recommended that if the entire research population is less than 100, thcn the whole 
population should be included in the sample (BrinkerhotI, 2003). Thus sample selection is 
based on the judgement of the researcher (Brinkerhoff, 2003). 
The units of analysis. The following characteristics pertain to the individuals under 
study: 
• Female 
• Attendees of either the 2003 or 2004 HERS-SA Academy 
• Current or former employees of a HEIs 
• Residents of African countries prior to attending the Academy 
• Either held or had the potential to hold senior leadership positions in HEls prior to 
attending the Academy. 
Target population and sample frame. The target population for the Stage One 
Evaluation included all HERS-SA Academy delegates. The sample frame for the 2004 
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Data Gathering Methods 
Reactions Questionnaires constructed by the HERS-SA management board were used 
as the data gathering tool for the Stage One Evaluation. As the content for the 2003 and 2004 
Academies differed slightly; a separate questionnaire was developed for each of the 
Academies. These questionnaires were typical of reactions level questionnaires (Kirkpatrick, 
1996a); in that they asked participants to rate the extent to which each aspect of the training 
was personally valuable for them as trainees. Questionnaires of this nature are often tenned 
"smile sheets" (Kirkpatrick, 1996a) since their main objective is to measure whether 
participants were satisfied with the training. Being 'smile sheets', it was not appropriate for 
HERS-SA to pilot the questionnaires nor to carry out validity and reliability testing 
The general fonnat of both the 2003 and 2004 Reactions Questionnaires was the same 
with quantitative rating scales, open-ended questions, and open-ended comments. A four-
point Likert scale was used to prevent neutral responses (De Vaus, 2002). The rated items 
and open-ended comments related to all aspects of each Academy including: Academy 
organisation, Academy venue; and each workshop, fonnal presentation and evening speaker. 
The Reactions Questionnaires were distributed by hand. All delegates were given an 
Academy file containing the Reactions Questionnaires at the start of each programme and 
were invited to complete the questionnaires before departing from the Academy. Participation 
in the research for the Stage One Evaluation was voluntary. 
Data Ana(vsis lWethods 
Ana(vsis of quantitative items. The response rate was relatively high for the Stage One 
Evaluations whereby for the 2004 Academy 62/82 (75.6%) of delegates responded, and for 
the 2003 Academy 47/57 (82.5%) of delegates responded. The questionnaires did not include 
any demographic infonnation, and hence it was not possible to compare within group 
differences for the Stage One Evaluation. Since the content of the Academies were slightly 
different, and since questionnaire items were based on participant attitudes; it was also not 
possible to statistically compare results of the 2003 and 2004 groups. The analysis of the 
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1. Frequency tables were obtained for all quantitative items. 
2. The frequencies of the most positive categories and most negative categories were 
summed. Thus, "Valuable" and "Very Valuable" were summed to create a positive 
category, and "Not Particularly Valuable" and "Not Valuable" were summed to create 
a negative category. 
3. The summed positive and negative categories were assessed in tenns of whether 
responses were in agreement or mixed. Responses were considered to be in agreement 
if the percentage of responses for either the positive or negative summed categories 
were over 70%. Responses were considered mixed if responses were more evenly 
spread (below 69%) between the positive and negative summed categories. Even 
though a result obtaining over 50% is commonly considered to be representative of 
the sample majority, a higher cut-off score of over 70% was selected to ensure greater 
accuracy of results. 
Analysis of open-ended items. Schmidt (2004) provides a five step guideline for 
qualitative analysis. These steps were used to direct the analysis of qualitative data in all three 
stages of the research. Methods for developing categories, coding and interpreting results 
were grounded on the suggestions of Miles and H ubennan (1994). The qualitative data 
analysis process is described below. 
1. Transcribed interview material was repeatedly read and al1 emerging themes and 
topics were noted. 
2. Analytical categories were developed using three steps: (1) development of draft 
analytical categories based on emerging themes, (2) testing of draft categories to 
refine categories, and (3) development of final categories based on the testing process. 
3. Every transcript was coded by placing particular passages of the text into the related 
category. 
4. Results were presented in table fonn. The analysis resulted in statetnents commonly 
cited by respondents, and these were counted, summed and tabulated. 
5. Results were interpreted according to the aims of the research stage. Frequency counts 
represented the total number oftimes a statement was cited for all questionnaires in 
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respondents made the same statement. It \vas theretore not possible to compare the 
frequencies of common statements for the 2003 and 2004 groups. 
Stage Two Evaluation: Evaluation of Responses to the Electronic Questionnaire 
Sampling jllethods 
Description of Sampling Method. Like the Stage One Evaluation, the Stage Two 
Evaluation also used the SCM approach to sampling (BJinkerhoff, 2003). Thus sampling was 
based on population size and researcher judgement (Brinkerhoff, 2003). 
The units of analysis. The units of analysis for the Stage Two Evaluation were the 
same as those for the Stage One Evaluation. 
Target population and sample fi·ame. The intended target population of the Stage Two 
Evaluation included all participants of thc 2003 and 2004 Academies. It was not possible to 
contact the entire target population, and hence the tinal total population was 53 for the 2003 
group and 81 for the 2004 group. The sample frame was 6/53 (11.320%) for the 2003 
Academy, and 31/81 (23.271 %) for the 2004 Academy. 
Description of the Data Gathering Tool 
The questionnaire was fOl1natted into two versions: an electronic version and a Word 
document version. The Electronic Questionnaire was the primary data gathering tool, and the 
Word Document Questionnaire was developed as an alternative in the event oftechnical 
difficulties with the electronic version. 
Electronic formatting was chosen over the traditional hardcopy fornlats for the 
following reasons: (1) increased accuracy (Brace, 2004) and efficiency (Lumsden & Morgan, 
2005: \1ertler. 2003: Nesbary, 2000; Shannon, Johnson. Searcy & Lott. 2002: Thomas, 2004) 
of data collection and distribution, (2) guaranteed completion of all items (Thomas. 2004), (3) 
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fonnat for university faculty members (Nesbary, 2000), (5) costs are reduced as there are no 
postage fees (Lumsden & Morgan; Nesbary, 2000; Shannon et aI., 2002; Thomas, 2004), and 
(6) they allow for the possibility of including a wider geographical representation without 
increasing costs or difficulty (Thomas, 2004). 
The questionnaire consisted of Likel1 scale items and three open-ended questions. A 
Likert scale was used because responses are standardised, weighted, and precise (Rust & 
Golombok, 1999). A five-option scale was used to obtain the most variance in responses 
(Rust & Golombok, 1999). For details of the questionnaire please see Appendix B. 
Construction of the Data Gathering Tools 
Step 1: Questionnaire templates. The questionnaire was founded on evaluation 
questionnaire templates already proven valid and reliable (Kirkpatrick, 1996a; Willis & 
Daisley, 1992). The Kirkpatrick (1996a) templates are structured according to the four levels 
and hence they were used as a general guideline for questionnaire format. Willis and Daisley 
(1992) are experts in WDT, and their templates are designed specifically for evaluations of 
WDT. Thus these templates were used to guide both the content and format of the 
questionnaire. 
Step 2: COlltextualisation of questionnaire. Data obtained from Academy 
documentation (HERS-SA records and the HERS-SA website) and interviews with HERS-
SA management were used to contextualise the questionnaire. Contextualisation was 
important in light of content validity requirements and the unique outcomes of the HERS-SA 
Academy. 
Step 3: Piloting the questiollnaire. The HERS-SA management board evaluated the 
face validity of the draft questionnaire. HERS-SA were selected to pilot the questionnaire 
since all members attended at least one Academy, some members facilitated and presented at 
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Step 4: Develop final questionnaire. Feedback from the HERS-SA management board 
\vas used to dcvelop the final version of the questionnaire. 
Steps ill the Questiollllaire Distribution Process 
Step 1: Pre-notification. HERS-SA management sent an email nine days before 
distributing the questionnaire notifying potential participants of the study and introducing the 
researcher. 
Step 2: Notification. The researcher sent an infonTlational email two days before 
distributing the questionnaire, explaining the nature ofthe research and all ethical concerns 
including confidentiality, anonymity, and beneficence. 
Step 3: Distribution of Electronic Questionnaire. Participation in the research was 
voluntary and hence the researcher sent an email inviting the sample members to respond to 
the Electronic Questionnaire. This email included instructions on how to access and complete 
the questionnaire. 
Step 4: Distribution of alternative questionnaire. Some participants experienced 
problems accessing the Electronic Questionnaire because of system security settings. Hence, 
the Word document version of questionnaire was sent to the entire sample twelve days after 
distJibuting the Electronic Questionnaire. This questionnaire was sent as an email attachment, 
and participants were required to complete the questionnaire and email it back to the 
researcher. 
Step 5: Reminders to participate. Three reminder emails were sent at ten day intervals 
to improve the response rate, with the first sent 25 days after the initial distribution of the 
questionnaire. The first and second were sent by the researcher and the third by HERS-SA. 
The first reminder increased the response rate from 15··20, the second from 20-30, and the 
third from 30-37. The final response rate for the 2003 group was 6/53 (11.320%) and for the 
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Alla(vsis of Quantitative Component of Questiollnaire 
Due to the low response rate for the 2003 group (11.32°A), it was not possible to 
evaluate this Academy in the Stage Two Evaluation. The quantitative analysis consisted of 
the following five steps: 
1. Frequency tables were obtained for all quantitative items. 
2. The frequencies of the most positive categories and most negative categories were 
summed as follows: "Strongly Agree" and "Agree" \\,ere summed to create a positive 
category, and "Disagree" and "Strongly Disagree" were summed to create a negative 
category. 
3. As with the Stage One Evaluation, the summed positive and negative categories were 
assessed in tenns of whether responses were in agreement or mixed using a 70% cut-
off score as a basis for this decision. 
4. The Cronbach's Alpha item analysis test was applied to (1) all items related to 
learning outcomes, (2) all items related to behaviour outcomes and (3) all learning and 
behaviour items as a group. These items were tested with the Cronbach Alpha since it 
was important to detennine their validity and meaningfulness before conducting 
correlation analysis on them. 
5. Level two outcomes (items 1-7) were correlated with level three outcomes (items 11-
22) using the Speannan rank R test, since this test is specifically designed for ordinal 
data. These items were correlated because the Kirkpatrick (1996a) framework 
assumes that learning leads to behaviour. As establishing causality is not within the 
scope of correlation analysis, it was the aim of this analysis to test whether the level 
two and three outcomes of the Academy were associated rather than causational. 
Alla(vsis of Open-Ended Items 
Except for the tinal step, the open-ended comments were analysed using the same 
process as the Stage One Evaluation. Unlike the Stage One Evaluation. in the final step the 
trequencies of statements represented single cases. In other words. if the frequency count for 
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Stage Three Evaluation: Thematic Analysis of sew Interviews 
Sampling Alethods 
The units of analysis. The units of analysis for the Stage Three Evaluation were the 
same as those for the Stage One and Two Evaluations. 
sew sampling approach. The SCM (Brinkerhoff, 2003) sampling approach was used, 
since the Stage Three Evaluation was based on this method. The main assumption of the 
SCM is that the training participants considered most successful in tenns of meeting training 
outcomes are the best indicators of training success (Brinkerhoff, 2003). Thus the sample 
target population consisted of those participants identified as highly successful in applying 
the training. 
HERS-SA management were consulted in order to help identifY successful cases, as 
they are continuously updated with the progress of Academy graduates through the HERS-
SA Academy alumni network. 
In the SCM, the size of the sample depends on the purpose of the evaluation 
(Brinkerhoff 2003). Five cases were considered sufficient since the aim of this evaluation 
was not to obtain quantity of infonnation, but rather to con finn and provide insight into 
results obtained in the Stage One and Two Evaluations. 
Data Gathering ,Wethods 
Semi-structured interviews were used for the Stage Three Evaluation, since these are 
the dominant tool for the SCM (Brinkerhoff, 2003). The interview schedule and fonnat were 
constructed according to the SCM guidelines, as these were appropriate in tenns of the aims 
of the qualitative evaluation. The interviews conducted for this research were short and 
highly focussed as dictated by the SCM approach. 
Interviews were conducted telephonically and were recorded using both audio recorders 
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widely dispersed in tenns of geographical location. Second, the SCM recommends telephonic 
interviews over face-to-face interviews as they are easier to aJTange, more convenient, 
equally productive and accurate, and more economical (Brinkerhoff, 2003). 
Data Analysis l'l1ethods 
In the SCM (Brinkerhoff, 2003), analysis methods are selected based their 
appropriateness to the purpose(s) of the research. Accordingly, a thematic analysis was 
selected for the Stage Three Evaluation. The Schmidt (2004) approach was used to guide the 
analysis process for this stage, and coding and interpretation techniques were based on 
suggestions by Miles and Hubennan (1994). The analysis procedure was the same as the 
Stage One Evaluation except for the final two steps. In step four, each common theme was 
cited, defined and elaborated on using interview text. In step five, results were interpreted by 
comparing them to the findings of the previous stages to assess whether common results 
emerged from all three stages of the research. 
3. Research :Methods Limitations 
Limitations of the Research Design 
The main limitation with the research design was that it did not confol111 to the 
traditional pre-test post-test design. Four factors detennined the adoption of three staged 
design in this research. First, the evaluation took place when the HERS-SA Academy was at 
a relatively well established developmental stage, and two Academies had already taken 
place. Second, the research was undertaken for a master's degree and hence resources were 
limited. Third, the target popUlation was dispersed over a broad geographical region. Fourth, 
the time period for the research was restricted to ten months. 
The factors cited above meant that it was not logistically feasible to conduct a 
traditional pre-test post-test design for any of the Academies. Baseline data was not available 
for the 2003 and 2004 Academies, and the timeframe of the research did not pennit a pre-test 
post-test evaluation of the 2005 Academy. In light of these factors, the research design was 
the best a\'ailable given contextual constraints. Many evaluati\'e researchers, for example 
Babbie and Mouton (2003) and Rose and Davidson (2003), support the view that the context 
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methods. As argued by Rose and Davidson (2003), "Standards of proof for any evaluation are 
completely context specific" (p. 14-15). Similarly Kirkpatrick (1996a) suggested that 
evaluators "be satisfied with evidence ifproofis not possible to obtain" (p. 68). 
As demonstrated above, more recent approaches to evaluative research, for example 
Rose and Davidson (2003), found the traditional experimental approach limited in tenns of 
practicality. It was however still important to account for the limitations of a design based on 
participant estimates. According to the traditional experimental approach to evaluative 
research, the design has two main limitations. First, without pre-test data, it was not possible 
to establish strong statistical claims of causality in terms of Academy effects. Second, 
participant estimates were prone to validity and reliability threats such as social desirability 
response sets, selective memory, memory decay, and interpretation bias (Babbie & Mouton, 
2003). These concerns were therefore considered and accounted for throughout the research 
process. 
Limitations o/the Data Analysis 
Low Re!}ponse Rates 
The response rates for the Electronic Questionnaire were relatively low, which confirms 
a general trend with these fonnats (Mertler, 2003; Soloman, 2001). The research population 
was however favourable for electronic questionnaires, since Nesbary (2000) found similar 
response rates for university faculty members when using both electronic and traditional 
questionnaire formats. A number of measures were taken in the research to prevent low 
response rates including: (1) personalised cover letters (Soloman, 2001), (2) pre-notification 
of the intent to survey (Shannon et aI., 2004; Soloman. 2001), (3) follow-up reminders 
(Soloman, 2001), (4) a simple fonnat (Shannon et a1.. 2004; Soloman, 2001), and (5) easy 
navigation (Brace, 2004). Therefore, since the research population was favourable and since 
both precautionary and reactionary measures were taken, low response rates were out of the 
control ofthe research. 
Low response rates had two main negative consequences. First, it was not possible to 
evaluate the 2003 Academy, and hence compare the results of the 2003 and 2004 Academies. 
Thus the anaJysis was limited to descriptive and correlation statistics. Second. gcneralisability 
was fair but not exceptionally strong. Thus a low response \\as accounted for in all statistical 
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Limitations of Smile Sheet Questionnaires 
The Stage One Evaluation was based on "smile sheet" types of questionnaires designed 
by the HERS-SA. These types of questionnaires were problematic for the following reasons: 
(I) demographic infonnation was not included and hence it was not possible to make within 
group comparisons, and (2) the questionnaires referred to specific Academy content and 
hence the 2003 and 2004 Academies could not be compared against one another. These 
questionnaires were however the only available data on immediate outcomes, and hence their 
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CHAPTER FIVE: RESULTS AND DISCUSSION 
Although results and discussion are traditionally reported in separate chapters, due to 
the nature of the research (evaluative) and the type of research design (a three-staged 
approach) it makes practical and conceptual sense to combine them. This chapter is divided 
into three sections in accordance with the three stages of the research design. 
Stage One Evaluation: Results of the Evaluation of Participant Reactions 
The Stage One Evaluation results were based on qualitative and quantitative 
responses of the 2003 and 2004 Academy participants to the Reactions Questionnaires. 
Being "smile sheets" (Kirkpatrick J996a) these questionnaires measured predominantly 
level one reactions. However level two learning outcomes and level three behaviour 
outcomes emerged from the qualitative component of the Reactions Questionnaires, and 
hence these levels were also measured. 
Level One Reactions: Results and Discw.'sion 
Overall Reactions to the HERS-SA Academy 
As mentioned earlier, for level one outcomes only the overall reactions to the Academy were 
examined to avoid repetitions of previous HERS-SA reactions evaluations. 
Re!;ponses to dichotomous questions. As shown in Table 1 both 2003 and 2004 
Academy respondents had overall positive reactions to the Academy. 
Table 1 
Stage One Reactions to the Overall Academy 
Dichotomous questions Positive responses: Positive responses: 
2003 2004 
• Do you think this Academy has been a worthwhile 
95.7% 96.6% 
experience for you? 
Would you recommend that some of your female 
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The results above indicate that respondents were on the \vhole satisfied with the 
Academy with a slight improvement from 2003 to 2004. The implications of successful 
reactions are elaborated on in an ensuing discussion of reactions level results. In tenTIS of the 
slight improvements from 2003 to 2004, a tentative explanation for these improvements is the 
impact of developments made by HERS-SA to the 2004 Academy. HERS-SA completely 
changed the structure of workshops and allowed more time for recreation in the 2004 
Academy. Thus it makes intuitive sense that these developments had some influence on 
improved reactions to the Academy. 
Qualitative reactions. Tables 2 and 3 indicate the frequencies of qualitative descriptive 
statements made by both 2003 and 2004 participants with regards to all aspects of the 
Academy namely; the Academy as a whole, workshops, and presentations. 
Table 2 
Stage One Positive Qualitative Reactions to the Academy 
Positive reactions statements 
Frequencies: Frequencies: Total Frequencies 
2003 Academy 2004 Academy 2003 & 2004 
• Good 57 89 146 
I Excellent 38 56 94 
Valuable 10 19 29 
Enjoyable 12 14 26 
Great 11 10 21 
Brilliant 6 6 12 
Beneficial 6 6 12 
Entertaining 10 1 11 
Wonderful 0 10 10 
Impressed 5 3 8 
Humorous 3 4 7 
Lovely 0 4 4 
Total 158 222 380 
Table 3 
Stage One Negative Qualitative Reactions to the Academy 
Negative reactions statements 
Frequencies: Frequencies: Total Frequencies 
2003 Academy 2004 Academy 2003 & 2004 
Disappointing 1 7 8 
Poor 0 5 5 
Not valuable 3 0 3 
Could be better 1 2 3 
Not beneficial 2 1 3 
Not impressed 1 1 2 
Did not meet expectations 2 0 2 
Not effective 0 1 1 
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As shown in the Tables 2 and 3, the total fi-equencies of positiye statements far 
outnumbered the total frequencies of negative statements for both Academies. These findings 
demonstrate that respondents were on the whole satisfied with the Academy, which confinTIs 
the results of the responses to the dichotomous questions in Table 1. 
Level Two Learning Outcomesfor 2003 and 2004 Academies 
Although the Reactions Questionnaires were more specifically designed to measure 
reactions rather than learning, respondents stated learning outcomes in the qualitative 
component of the questionnaires. Table 4 demonstrates the frequency of respondent 
statements indicating learning level outcomes for both the 2003 and 2004 groups. 
Table 4 
Stage One Learnillg Outcomes 
i Intermediate learning outcomes statements 
Frequencies: Frequencies: Total Frequencies 
2003 Academy 2004 Academy 2003 & 2004 
Inspired 28 48 76 
Learnt 9 18 27 
: Gained practical tips 7 11 18 
Learnt from other delegates 7 10 17 
Motivated 8 9 17 
Gained awareness 6 10 16 
• Eye Opening 3 13 16 
Encouraged 5 8 13 
Gained insight 5 8 13 
Gained understanding 5 5 10 
Gained knowledge 0 10 10 
Enriched 5 4 9 
Thought provoking 6 3 9 
Touched 0 9 9 
: Increased confidence 4 4 8 
Refreshed 2 5 7 
Gained knowledge about career advancement 0 6 6 
Self-reflection 3 3 6 
Changed my viewpoint 0 4 4 
Discovered I am not alone 3 0 3 
Total 106 188 294 
The statements in Table 4 above demonstrate that Academy respondents experienced 
learning outcomes immediately after patiicipating in the training. Since the Reactions 
Questionnaires did not especially enquire about paTiicipant 1caJl1ing outcomes_ respondents 
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participant perceptions of Academy value. Thus it makes intuitive sense that respondents 
associated Academy value with these outcomes. 
A number of the Stage One Evaluation learning outcomes were also found in other 
research on WDT. These include: increased motivation (Segall, 1993), increased confidence 
(Atchison, 1993; Brmvn, 2000; Ebbers et al., 2000; Harrison & Williams, 1993; Monks & 
Barker, 1999; Shakeshaft, 1989;Willis & Daisley, 1992; Wisker, 1994), increased knowledge 
about career advancement strategies (Monks & Barker, 1999), self-reflection (Wisker, 1994), 
and discovering that one is not alone in problems (Monks & Barker, 1999). 
Some of these learning outcomes also relate to the principles of the Academy. The 
Academy principle of role models conesponds with "inspired", "encouraged" and 
"motivated" (Willis & Daisley, 1992). The Academy principles of practical and participatory 
learning and participant ownership of content conesponds with "gained advice and practical 
tips" and "learnt from other delegates" respectively (Willis & Daisley, 1992). 
By conesponding with the outcomes of other evaluative studies on WDT and the 
foundational principles ofthe Academy, the Academy learning outcomes serve to validate the 
efficacy and appropriateness of the Academy in meeting the needs of women in HE. 
Level Three Behaviour Outcomesfor the 2003 and 2004 Academies 
Measurement of behaviour outcomes was also not the intended goal of the Reactions 
Questionnaires; however respondents stated these outcomes in the qualitative component of 
the questionnaires. Table 5 demonstrates the frequency of respondent statements indicating 
both current and intended behaviour outcomes for both the 2003 and 2004 groups. 
Table 5 
Stage One Behaviour Outcomes 
Immediate behaviour outcomes statements 
Frequencies: Frequencies: Total Frequencies 
2003 Academy 2004 Academy 2003 & 2004 
Gained networks 3 6 9 
Interacted and met new people 0 5 5 
Empowered 3 1 4 
Engaqed in debate or discussion 3 1 4 
Practiced a skill 0 3 3 
Intend to help female colleaques 0 3 3 
Intend to use gains at institution 0 3 3 
Intend to implement a career plan 0 3 3 
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The statements in Table 5 above demonstrate that Academy participants both engaged 
and intended to engage in behaviour outcomes immediately after participating in the training. 
These outcomes were possibly more superficial than "true" level three outcomes. Since 
strictly speaking, the types of behaviour outcomes cited by respondents did not meet 
Kirkpatrick's (1996a) criteria for level three behaviour outcomes. 
Behaviour outcomes are essentially learning outcomes that have been transfonned into 
observable day-to-day behaviours (Kirkpatrick, 1996a). In this way, these outcomes usually 
require specific conditions such as sufficient time or an appropriate environment, and hence 
behaviour outcomes are not expected immediately after training (Kirkpatrick, 1996a). Thus 
although "gained networks" is a behaviour outcome, the hypothetical outcome "gained and 
used networks for career advancement", is clearly a more appropriate outcome in tem1S of 
Kirkpatrick's (1996a) definition oflevel three outcomes. Simply examining the total 
frequencies of learning and behaviour outcomes demonstrates that behaviour outcomes were 
outnumbered by learning outcomes. Since behaviour outcomes were not expected 
immediately after training, this provides a possible explanation for the relatively limited 
amount and variety of behaviour outcomes in comparison to learning outcomes. 
Like learning outcomes, a number of the Stage One Evaluation behaviour outcomes 
corresponded with the principles of the Academy and were supported by other research on 
WDT. The behaviour outcome common to both Academies with the highest frequency of 
responses was "gained networks", which is not surprising since one of the key principles of 
HERS-SA is building networking. This outcome was also found by other evaluative research 
on WDT (Atchison, 1993: Brown, 2000; Ebbers et a1., 2000; Segall, 1993; Shakeshaft, 1989; 
Wisker, 1994), as is the outcome; intend to implement a career plan (Willis & Daisley, 1992). 
Since the behaviour outcomes of the Academy were similar to those of other WDT 
programmes, the efficacy and appropriateness of the Academy in addressing the needs of 
women in HE is confirn1ed. 
The 2004 Academy respondents cited a greater number and more varying kinds of 
behaviour outcomes than the 2003 Academy respondents. They also listed intended 
behaviour outcomes and the 2003 Academy respondents did not. The original workshop 
structure of the 2003 Academy was refonnatted in 2004. Thus since the workshops are 
concerned with developing skills; a possible explanation for the increase in the amount and 
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Integrated Discussion o/the Stage One Evaluatio11 Results 
Level One Reactions 
According to Kirkpatrick (1996a), the main function of evaluating reactions is assessing 
the effectiveness of the programme in order to determine improvement possibilities. 
Kirkpatrick (1996a) argues that positive reactions are important for ensuring motivation to 
learn. \Vhile he claims positive reactions do not ensure learning, he still maintains that 
negative reactions definitely reduce the likely success oflearning (Kirkpatrick, 1996a). Many 
studies however found that the reactions level was limited in terms of its cOlTelations with the 
other levels of the framework (Alliger & Janak, 1989; Alliger et aL, 1997; Dixon, 1990; 
Mathieu et a!., 1992; Noe & Schmitt, 1986; Ruona et aI., 2002; WalT & Bunce, 1995). 
In light of the limitations of reactions as demonstrated by the learning transfer theories, 
the meaning and significance of positive reactions in ten11S of their impact on learning and 
behaviour was accordingly treated with caution in this research. In this study reactions level 
outcomes were therefore assessed simply to ascertain overall participant satisfaction with the 
Academy, rather than to make predictions or draw conclusions about level two and three 
outcomes. Overall reactions to the Academy were generally very positive, and hence it is 
possible to assume that the Academy was successful in tenns of meeting level one 
requirements. 
Level Two Learning and Level Three Behal'iour 
Both the learning and behaviour outcomes of the Stage One Evaluation reflected the 
main principles of the Academy, and were supported by the literature on the outcomes of 
WDT. As a result, Stage One Evaluation findings validated the efficacy and appropriateness 
of the Academy in alleviating the problems ohvomen in HE. Comparing the total frequencies 
of learning and behaviour outcomes demonstrated that Academy behaviour outcomes were 
outnumbered by learning outcomes. Thus it is possibJe to assume learning outcomes were 
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Stage Two Evaluation: Results of Participant Responses to Electronic Questionnaire 
The Stage Two Evaluation measured 2004 participant responses to the Electronic 
Questionnaire in tenns of level two learning outcomes and level three behaviour outcomes. 
The analysis conducted in the Stage Two Evaluation involved predominantly descriptive 
analysis, but also involved Cronbach Alpha item analysis and correlation analysis. Please 
note the following codes for Stage Two Evaluation results tables: 
I 
• M: Mean 
• STD: Standard deviation 
• SA: Percentage of strongly agree responses 
• A: Percentage of agree responses 
• NAND: Percentage of neither agree nor disagree responses 
• D: Percentage of disagree responses 
• SD: Percentage of strongly disagree responses 
• Pos: Sum percentage of strongly agree and agree responses 
• :-.Jeg: Sum percentage of disagree and strongly disagree responses 
Results of the Descriptive Analysis: Frequency Tables 
Level Two Learning Outcomes 
Table 6 demonstrates the perceived learning outcomes of respondents. Since outcomes 
were based on participant perceptions, it was not possible to scientifically establish direct 
causation between the Academy and learning outcomes. 
Table 6 
Stage Two Learning Outcomes 
Item Learning outcomes M STD SA A NAND 0 SO Pos Neg 
1 
Improved ability to recognise external 
2.1 0.9 25.8 51.6 12.9 9.7 0 77.4 9.7 
environment challenqes 
2 
Improved ability to recognise internal 
1.7 0.7 38.7 54.8 3,2 3.2 0 93.5 3.2 environment challenges 
3 
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Table 6 Continued 
Stage Two Learning Outcomes Continued 
Item Learning outcomes M SrD SA A NAND D SD Pos Neg 
4 
Improved ability to recognise HE 
2 0.9 32.3 45.2 16.1 6.5 0 77.4 6.5 gender dynamics 
5 Increased awareness of career 2 1 35.5 35.5 19.4 9.1 0 71 9.1 advancement strategies 
6 
Increased motivation to pursue career 
2 1.1 41.9 29 19.4 6.5 3.2 71 9.7 advancement 
7 
Increased confidence in ability to 
2.1 1 32.3 38.7 22.6 3.2 3.2 71 6.5 advance career 
As shown Table 6, all learning outcomes were rated positively by the majority of 
respondents with a relatively high range of responses (over 70%) for all items. Thus a high 
majority of respondents perceived their engagement with level one outcomes of the Academy 
as positive. 
A number of these outcomes were supported by the Stage One Evaluation (Table 4) and 
other research on WDT. These include: increased understanding of HE (Brown, 2000; Monks 
& Barker, 1999), increased awareness of career advancement strategies (Monks & Barker, 
1999), increased motivation (Segall, 1993), and increased confidence (Atchison, 1993; 
Brown, 2000; Ebbers et at., 2000; Harrison & Williams, 1993; Monks & Barker, 1999; 
Shakeshaft, 1989; Willis & Daisley, 1992; Wisker, 1994). Since these outcomes emerged 
from both the Stage One and Two Evaluations and were also found by other research on 
WDT, this confinns the validity and efficacy of these outcomes, and also indicates that they 
are comparably strong Academy outcomes. 
Factors Contributing to Learning Outcomes 
Table 7 demonstrates Academy respondent perceptions regarding the influence of the 
different aspects of the Academy on the learning outcomes in Table 6. Again, these results 
reveal participant perceptions about Academy impact and do not assume causality. 
Table 7 
Academy Factors Enabling Learning Outcomes 
i Item Learning outcomes due to: M STO SA A NAND D SD Pos Neg 
8 Formal I <;<>1:;, "Qlion~ 1.8 0.6 29 64.5 6.5 0 0 93.5 0 
9 Wqrksho~ 1.7 0.7 38.7 54.8 3.2 3.2 0 93.5 3.2 .... :::-
-~-O 
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The results in Table 7 indicate that the majority of respondents (over 90%) perceived 
the fonnal presentations, workshops and role models as positively enabling their learning. 
Thus all aspects of the Academy were perceived to influence learning outcomes, which 
indicates the etrectiveness of the Academy in achieving level two outcomes. 
Level Three Behaviour Outcomes 
Table 8 demonstrates the perceived behaviour outcomes of respondents. Again these 
results show participant perceptions of behaviour outcomes and do not indicate causation 
between the Academy and these outcomes. 
Table 8 
Stage Two Behaviour Outcomes 
• Item Behaviour outcomes M STD SA A NAND D SD P05 Neg 
11 Increased effectiveness in current 2.1 0.8 22.6 54.8 16.1 6.5 0 77.4 6.5 
professional role 
12 Increased professional networks 1.9 0.7 29 54.8 16.1 0 0 83.9 0 
13 Engaged in a lE:)adership role 2.3 1.0 29 29 29 13 0 58.1 13 
14 Broadened participation in the 2.2 0.9 22.6 48.4 16.1 13 0 71 13 
,'" workQlace 
15 
Implemented strategies to address 
2.5 1.0 16.1 32.3 35.5 16 0 48.4 16 
external environment challenges 
16 
Implemented strategies to address 
2.4 0.8 12.9 45.2 32.3 9.7 0 58.1 9.7 
internal emlironrT1~ntc:hall~nges .... -
17 Implemented strategies to address 2.5 1.2 22.6 32.3 22.6 16 6.5 54.8 23 
academic environment challenges m .... -
18 Implemented interventions to address 2.4 0.9 16,1 38.7 35.5 9.7 0 54.8 9.7 
r--- _gender discri mina~m_ _ ... 
19 Taken steps to remove advancement 2.4 0.7 9.7 41.9 45.2 3,2 0 51.6 3.2 barriers ... _--.... 
20 
Implemented career advancement 
3.1 1.0 6.5 19.4 38.7 29 6.5 25.8 36 
plan 
21 Advf:lncecj into a mO!~~rlior r:>,osition 2.4 1.1 25.8 29 25.8 19 0 54.8 19 
22 Assumed greater responsibility in the 2.2 0.8 19.4 48.4 25,8 6.5 a 67.7 6.5 workplace 
The results in Table 8 demonstrate that the majority of respondents perceived 
themselves as experiencing Academy behaviour outcomes. However. only a few outcomes 
were perceived to be experienced by a high majority of participants (over 70%). As shown in 
Table 6, all of the learning outcomes measured in the Electronic Questionnaire were 
perceived to be experienced by a high majority of respondents. Thus these results indicate 
that behaviour outcomes were comparably weaker in relation to learning outcomes. This is 
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behaviour outcomes. Hence the relative strength of Academy learning outcomes over 
behaviour outcomes was a continually emerging theme of this research. 
The behaviour outcomes experienced by a high majority of respondents were also found 
by other research on WDT; namely increased effectiveness in current role (Willis & Daisley, 
1992), increased professional networks (Atchison, 1993: Brown, 2000; Ebbers et aI., 2000; 
Segall, 1993: Shakeshaft, 1989; Wisker, 1994), and broadened participation in the workplace 
(Brown, 2000; Wisker, 1994). Increased networks were also found in the Stage One 
Evaluation. Since Academy outcomes were similar to other evaluative studies on WDT and 
were also found in other stages of the research; it is possible to assume that HERS-SA took 
an appropriate approach to WDT. 
Results show that most participants did not engage in dramatic behaviour outcomes, 
such as advance into a senior position or implement a career plan, but rather improved their 
performance within their current role. Thus the majority of respondents engaged in more 
conservative rather than dramatic behaviour outcomes. This is further evidence of the 
weakness of Academy behaviour outcomes. 
Factors Contributing to Behal'iour Outcomes 
The items in Table 9 asked participants to rate the extent to which specific aspects of 
the Academy impacted their behaviour. Again these results show participant perceptions 
about Academy impacts and do not assume scientific causation. Respondents were asked to 
cite behaviour outcomes directly resulting from attending the Academy other than those listed 
in the questionnaire (Item 23). The only common outcome was "became a chairperson on a 
committee" cited by two respondents. 
Table 9 
Academy Factors Enabling Behaviour Outcomes 
Item Behaviour outcomes due to: M STD SA A NAND D SD Pos Neg 
24 Formal presentations 2.0 0.8 22.6 58.1 16.1 0 3.2 80.6 3.2 
25 Workshops 2.0 0.9 29 51.6 16.1 0 3.2 
26 Interaction with role models 2.1 0.9 22.6 54.8 19.4 0 3.2 77.4 3.2 
27 Academy networking opportunities 2.2 0.9 22.6 45.2 25.8 3.2 3.2 67.7 6.5 
As shown in Table 9 above, the majOlity of respondents perceived most aspects of the 
Academy as impacting their behaviour outcomes v,ith only "Networking oppOliunities" (Item 
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fonnal presentations, workshops and role models were much higher for leaming outcomes 
(Table 7) than behaviour outcomes (Table 9). This demonstrates that respondents perceived 
the Academy as having a greater impact on leaming outcomes than behaviour outcomes, 
indicating that behaviour outcomes were comparably weaker than leaming outcomes. 
Factors Enabling Career Development 
The results in Table 10 indicate the perceptions of respondents regarding the positive 
influence of different faetors on their career development. Again results were based on 
participant perceptions and do not assume causation. 
Table 10 
Factors Enabling Career Development 
Item Career development enablers M STD SA A NAND D SD Pos Neg 
28 The HERS-SA Academy 2.6 1 16.1 25.8 41.9 16 0 41.9 16 
29 Personal efforts 2 0.9 29 48.4 16.1 6.5 0 77.4 6.5 
30 Institutional enablers 2.5 1.1 12.9 45.2 19.4 19 3.2 58.1 23 
Results show that the HERS-SA Academy as a factor enabling career development 
(Item 28) received mixed results. A substantially greater number of respondents perceived 
personal efforts (Item 29) over the HERS-SA Academy as enabling career development. 
Thus respondents perceived personal efforts as having a stronger impact on career 
development than the HERS-SA Academy. Institutional enablers (Item 30) also received 
mixed results, indicating that a substantial percentage of respondents did not perceive HEls as 
enabling career development. 
Factors Preventing Career DelJelopment 
Table 11 shows the perceptions of respondents with regards to possible factors 
preventing career development. Again, these results were based on participant perceptions 
and do not assume causation. Participants were also asked to cite factors preventing career 
development other than those listed in the questionnaire (Item 38). The factor receiving the 
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Table 11 
Factors Prevellfil1g Career Development 
Item Career development barriers A NAND D SD Pos Neg 
32 Satisfied with current position 23.3 16.7 30 30 23.3 60 
33 Lack of motivation 6.7 43 50 
34 Limited confidence 10 40 50 
35 Institutional barriers 20 30 20 30 50 
36 Family commitments 1.1 o 16.7 10 37 37 16.7 73 
37 Lack of career opportunities 3.1 1.4 10 36.7 6.7 23 23 46.7 47 
Limited confidence and motivation (Items 33 & 34). As demonstrated in Table 11, lack 
of confidence (Item 34) and lack of motivation (Item 33) ·were not perceived to prevent career 
development for a high majority of respondents. These results confinn findings of previous 
stages. Increased confidence and motivation were outcomes of both the Stage One (Table 4) 
and Stage Two Evaluations (Table 6), and were also found by other research evaluating WDT 
(Atchison, 1993; Brown, 2000; Ebbers et aI., 2000; Harrison & Williams, 1993; Monks & 
Barker, 1999; Segall. 1993; Shakeshaft, 1989; Wi1Jis & Daisley, 1992; Wisker, 1994). Thus 
increased confidence and motivation were not only continually emerging outcomes, but were 
also perceived as career development enablers. This further illustrates the strength of these 
two outcomes in relation to other Academy outcomes. 
Possible barriers to career development. Results in Table 11 demonstrate that 
institutional batTiers (Item 35) and lack of career oppOliunities (Item 37) received mixed 
results. These results suggest that a substantial number of respondents faced batTiers outside 
the control of the Academy that prevented their career development. It is not surprising that 
responses to institutional barriers were mixed, since this confim1s a previous result of the 
Stage Two Evaluation, whereby institutional barriers also received mixed responses as a 
factor enabling career development (Item 30 in Table 10). 
Lack of career 0ppOliunities is one possible way in which institutions acted as batTiers, 
in that it is partly the institutions' responsibility for providing career advancement 
opportunities, which they have clearly failed to achieve. The HE merger process, cited by a 
number of respondents, is another possible way in which institutions acted as baniers to 
career development. On the whole these results show that a substantial percentage of 
respondents perceived institutions as having very little impact on enabling career 










Determining the Etlcdiveness 59 
Explanations for lack of career opportunities (Item 37). The histogram below provides 














lack of Career Opportunities Grouped by Age 
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As demonstrated in Figure 3 above, by grouping lack of career opportunities (Item 37) 
by age, it is clear that most older respondents (over 40 years old) and none of the younger 
respondents (39 years and below) experienced a lack of career opportunities. Research found 
that age was positively related seniority of job position (Poole & Bomholt, 1998). Thus it is 
plausible to assume that older respondents already occupied senior leadership positions and 
thereby experienced a lack of career opportunities (Poole & Bomholt, 1998). 
It is possible to argue that younger women in less senior positions had more to benefit 
from the HERS-SA Academy than older more senior women, since (1) they did not lack 
career opportunities and (2) they had further to advance in tenns of their careers. HERS-SA 
targets both women who hold and aspire to hold senior leadership positions. It is therefore 
recommended that HERS-SA focus to a greater extent on targeting women who aspire to 
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Results of the Descriptive Analysis: Crollbach Alpha Item Analysis 
As demonstrated in Table 12, the Cronbach Alpha item analysis test was applied to 
learning related items (Items 1-7) and behaviour related items (Items 11-22) separately, as 
well as both learning and behaviour items as a group. The test was applied to these items 
since it was important to establish the extent of their validity and meaningfulness before 
conducting correlation analysis on them. 
Table 12 
Crollbach Alpha Item Analysis Results 
Learning Behaviour Group 
Item Alpha Alpha Alpha 
no. Learning (Items 1-7) and behaviour (Items 11-22) outcomes scores scores scores 
1 Improved ability to recognise external environment challenges 0,85 0,91 
2 Improved ability to recognise internal environment challenges 0,84 0,91 
3 Improved ability to recognise academic environment challenges 0,81 I Q:9~ 
4 Improlled abili!y to recognise HE gender d~namics 0,84 0,92 
5 Increased awareness of career advancement strategif.'ls 0,84 0.92 
6 Increased motivation to advance career 0,83 0,91 
7 Increased confidence in ability to advance career 0,81 0,91 
11 Increased effectiveness in current profes~ional role () 0<> () 91 
12 Increased professional networks 0,87 I 0.91 
13 Engaged in a leadership role within profession 0,86 0,91 
14 Broadened participation in the workplace 0,86 0,91 
15 Implemel}ted external environment strategies 0,87 0,91 
16 
~... Implemented strategies in internal environment 0.87 0,92 .... ""--'---'-
17 Implemented strateqies in academic environment 0,89 0,92 
18 Implemented interventions to address gender discrimination 0,87 0,91 _ .. 
19 Taken steps to remove barriers to advancement 0,87 0,92 
20 Implemented a plan for career advancement 0,88 0.92 _ ... .. -
21 Advanced into a more senior position 0,87 0,91 
~ 
22 Assumed greater responsibility in the workplace 0,87 0,91 
As revealed in Table 12, all learning and behaviour items received Alpha scores of over 
0,8, thus indicating that they were in fact valid and meaningful. It was therefore appropriate 
to continue with the correlation analysis as discussed below, 
Results of the Correlation Ana(J7sis 
Results in Table 13 below demonstrate the correlations between learning and behaviour 
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Table 1:' 
,-\'pear11ltlll Rank Order Correlatio11s 
Marked correlations are statistically significant at p <.05000 
Level One Learning Outcomes 
Improved ability Improved ability Improved ability Increased 
to recognise to recognise to recognise Improved ability awareness of Increased Increased 
challenges in challenges in challenges in to '''' .... vl:!, ... ,,''' HE career motivation to confidence in ability 
external internal academic gender UY' "'"'''''''' advancement advance career to advance career 
environment environment environment strategies 
Increased effectiveness in current 
0.74 (p = 0.00) 0.50 (p = 0.00) 0.57 (p = 0.00) 0.36 (p = 0.04) 0.35 (p = 0.05) 0.35 (p = 0.05) 0.64 (p = 0.00) 
professional role 
------------ ------- --
Increased professional networks 0.64 (p = 0.00) 0.40 (p = 0.02) 0.50 (p = 0.00) 0.29 (p 0.11) i 0.37 (p = 0.04) 0.37 (p = 0.03) 0.50 (p = 0.00) 
----------- .- ---------------------- ---
Engaged in a leadership role within 
0.74 (p = 0.00) 0.34 (p = 0.06) 0.55 (p = 0.00) 0.24 (p 0.19) 0.16 (p = 0.39) 0.45 (p = 0.01) 0.57 (p = 0.00) profession 
r-- --
Broadened participation in the 
0.80 (p = 0.00) 0.56 (p = 0.00) 0.55 (p = 0.00) 0.10 (p 0.60) 0.Q7 (p = 0.69) 0.24 (p = 0.19) 0.41 (p = 0.02) 
!/) 
III Implemented strategies to address E 
0 challenges in the external 0.51 (p = 0.00) 0.46 (p = 0.00) 0.43 (p = 0.01) 0.256 (p 0.15) 0.36 (p = 0.04) 0.32 (p = O.OB) 0.35 (p = 0.054) 
u environment "'5 ------- ------------ -------
0 Implemented strategies to address 
:; challenges in the internal 0.50 (p = 0.00) 0.19 (p = 0.31) 0.19 (p = 0.31) -004 (p 0.B3) 0.01 (p 0.96) -0.05 (p = O.BO) 0.20 (p = 0.26) 
0 .:; environment 
ra 
.c. implemented strategies to address 
III 
10 challenges in the academic 0.48 (p = 0.00) 0.37 (p = 0.04) 0.68 (p = 0.00) 0.62 (p = 0.00) 0.51 (p = 0.00) 0.40 (p = 0.02) 0.50 (p = 0.00) 
0 erwi ronrnent 3: 
I- Implemented interventions to 
Qi 0.45 (p = 0.01) 0.55 (p = 0.00) 0.48 (p = 0.00) 0.33 (p 0.07) 0.41 (p = 0.02) 0.42 (p = 0.02) 0.46 (p = 0.00) 
> address discrimination 
III ,-- ----- ---------------------- ----------------------------
..J Taken steps to remove barriers to 
advancement 
0.35 (p = 0.056) 0.38 ( P = 0.03) 0.15 (p = 042) 0.10 (p 0.59) 0.12 (p = 0.52) 0.33 (p = 0.06) 0.24 (p '" 0.18) 
- r--------
Implemented a plan for career 034 (p = 0.059) 0.12 (p '" 0.50) 0.07 (p '" 0.69) 0.08 (p 0.66) 0.20 (p = 0.27) 0.27 (p = 0.13) 0.38 (p = (0.03) advancement 
--". 
Advanced into a more senior 
0.60 (p = 0.00) 0.48 (p = 0.00) 0.56 (p = 0.00) 0.14 (p 0.46) ! 018 (p == 0.33) 0.18 (p = 0.33) 0.38 (p = (0.03) position 
Assumed greater responsibility in 
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Discussion of Correlation Allalysis Results 
The descriptive analysis was limited by only assessing the frequencies within each 
group of respondents. The correlation analysis examined in Table 13 looked at the pairs of 
answers of individuals, and were therefore much more powerful in revealing whether 
individual learning was related to behaviour. The Kirkpatrick (1996a) framework assumes 
that level two learning leads to level three behaviour. However since the correlation analysis 
does not determine causation, it was only possible to demonstrate associations rather than 
causality between learning and behaviour outcomes in this research. It was therefore 
maintained that items with statistically significant positive correlations demonstrated that 
learning was related to behaviour. 
Learning outcomes with the greatest as.\'ociatiolls with behaviour. As demonstrated in 
Table 13, knowledge about the three focus areas of the Academy; namely the external (Item 
1), internal (Item 2), and academic (Item 3) environments of HE; and increased confidence 
(Item 7) were associated \vith the greatest number of behaviour outcomes. 
Increased confidence and knowledge of HE were outcomes of both the Stage One 
(Table 4) and Stage Two Evaluations (Table 6), and were found by other research on WDT 
(Atchison, 1993; Brown, 2000; Ebbers et aI., 2000; Harrison & Williams, 1993; Monks & 
Barker, 1999; Shakeshaft, ] 989; Wi1lis & Daisley, 1992; Wisker, 1994). The Stage Two 
Evaluation also found that respondents did not perceive a lack of confidence (Item 111 
Table 11) as preventing career development. The learning transfer theories found that 
confidence had a positive influence on learning transfer (Warr & Allan, 1999). 
As demonstrated above, knowledge of HE and contldence were supported by the 
literature, continually emerge from the research, and have the greatest number of 
relationships with Academy behaviour outcomes. This supp0l1s the argument that these 
outcomes were by far the strongest of all the Academy outcomes. 
Learnil1g outcome,". with the least associations with behaviour. Awareness of gender 
dynamics (Item 4) was the weakest of all the learning outcomes, since it was only associated 
with two behaviour outcomes namely: increased effectiveness in role (Item I]) and 
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Behaviour outcomes with most and least associations with learning. The behaviour 
outcome associated with the greatest number oflearning outcomes was implementation of 
strategies in the academic environment (Item 3). This result makes intuitive sense, as most of 
the Academy paJiicipants were employed in the academic rather than management or 
administration faculties of HE. Thus the academic environment was a likely context for 
implementation of behaviour outcomes for most participants. 
Results show that only increased confidence was associated with implementing a career 
advancement plan (Item 20), and knowledge of the internal environment (Item 2) was the 
only learning outcome associated with removing career advancement barriers (Item 19). This 
result was also expected for two rcasons. First, the rcsults of the descriptive analysis reveal 
that dramatic behaviour outcomes were experienced by relatively few respondents. Second, 
confidence and knowledge of HE were strong outcomes of the Academy since they emerged 
from multiple stages of the research and were supported by other evaluative studies on \VDT. 
Integrated Discussion of Stage Two Evaluation Results 
Three main findings emerged from the Stage Two Evaluation. The first major finding is 
that on a whole the Academy was highly successful in enabling learning outcomes but less so 
in tenns of behaviour outcomes. This is demonstrated in the results below. 
Descriptive results reveal that a higher majority of participants experienced a greater 
number oflearning outcomes than behaviour outcomes. In tenl1S of palticipant perceptions of 
the different aspects of the Academy's (presentations, workshops and role models) impact on 
outcomes, results demonstrate that respondents perceived their influence to be much stronger 
for learning outcomes than behaviour outcomes. Results also show that the behaviour 
outcomes experienced by the majority of paIiicipants were more conservative rather than 
dramatic. The findings of the correlation analysis reveal that the leaming outcomes of the 
Academy had fewer relationships with dramatic behaviour outcomes than conservative 
behaviour outcomes. Results also show that respondents perceived personal efforts to have a 
stronger impact on behaviour outcomes than the HERS-SA Academy. 
The second major finding emerging from Stage Two Evaluation is that a substantial 
number of participants expelienced barriers in the implementation of behaviour outcomes. 
These barriers provide some explanation for the percei\ed limited impact of the Academy on 
career development, and the perceived weakness of behaviour outcomes in relation to 
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It was found that few respondents perceived HEIs as impacting career development, and a 
substantial number of respondents perceived HEls as direct barricrs to advancement. Lack of 
career opportunities and the HE merger process emerged as some of the specific ways in 
which HEIs act as obstacles. 
The third major finding emerging from the Stage T\vo Evaluation is that older 
respondents (over 40 years) rather than younger respondents (below 39 years) experienced 
lack of career opportunities as a barrier to career advancement (Poole & Bomholt, 1998). 
Based on relevant literature (Poole & Bomholt, 1998) it was assumed the older women 
experience this barrier because they already occupied senior positions. It is therefore 
recommended that HERS-SA place greater emphasis on recruiting those who aspire to hold 
rather than currently hold senior leadership positions. 
Stage Three Evaluation: Results of SCM Interviews 
The Stage Three Evaluation results were based on a thematic analysis of interviews 
conducted according to the SCM (Brinkerhoff, 2003). Seven main themes emerged from the 
analysis and these were arranged in the following categories: (l) valuable elements of the 
Academy, (2) results of the Academy, (3) support for implementation of Academy learning 
and behaviour outcomes, and (4) suggestions for improvement of the Academy. 
Theme 1: Valuable Elements of the Academy 
Academy is Valuable since it is/or Women Only 
All respondents found the Academy valuable because it is for women only. As one 
respondent explained; "A question that 1 asked was did it have to be aillromen. I think that 
yes it had to ... 1 think that the Academy is particular~v valuable as an al1fim?ale group ". 
Another respondent explained that a women only environment is valuable due to the 
'Feedol11 and support and encouragement that comes with being 11itll a group of\mmcn ". A 
number of studies found that women only training has unique benefits over mixed sex 
training (Atchison. 1993: Coats. 1994: Davidson & Cooper. 1992: Harrison & Williams. 
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Theme 2: Results Achieved due to Attending the Academy 
As the follov.'ing results demonstrate, only level two learning outcomes emerged from 
the Stage Three Evaluation. Behaviour outcomes were found in this stage, however none of 
these outcomes were common and hence they were not rep0l1ed. This further emphasises the 
results of the previous stages whereby learning outcomcs were experienced more often than 
behaviour outcomes. 
Increased Confidence 
The analysis of interview transcripts reveals that a valuable outcome of attending the 
Academy was increased confidence. As one respondent explained; "It was valuable that I 
came mmyfeeling confident about l1'ho I am and what I think I have to offCr my 
institution", Increased confidence was an outcome of both the Stage One (Table 4) and Two 
Evaluations (Table 6) and was supported by the literature on the outcomes ofWDT (Atchison, 
1993; Brown, 2000; Ebbers et aI., 2000; Harrison & Williams, 1993; Monks & Barker, 1999; 
Shakeshaft, 1989; Willis & Daisley, 1992; Wisker, 1994). Increased confidence was also 
found to be sihtJlificantly correlated with a broad range of behaviour outcomes in the Stage 
Two Evaluation (Table 13). Thus increased confidence emerged from all three stages of the 
research, was strongly associated with behaviour outcomes, and was con finned by other 
evaluative studies on WDT, which further supports the strength of this outcome in relation to 
other Academy outcomes. 
Increased Understanding of HE 
The analysis of interview transcripts reveals that attending the Academy provided 
participants with a broader understanding of HE. This result confinns findings of the Stage 
Tv.'o Evaluation (Table 6), whereby of all the learning outcomes, knowledge of the internal 
environment of HE received by far the highest positive rating in the frequency statistics, and 
knowledge of both the external and internal HE environments were significantly correlated 
with a broad range of behaviour outcomes, Increased understanding of HE was also 
supported by other research on WDT (Brown. 2000: Monks & Barker. 1999). Thus increased 
understanding of HE emerged from a number of stages of the research, was supported by 
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confinns that increased understanding of HE and increased confidence were the strongest 
outcomes of the Academy. 
Increased A wareness of Capabilitie ... ' 
The analysis of interview transcripts reveals that attending the Academy caused 
participants to realise the true potential of their capabilities for career advancement. As 
explained by one respondent; "you realise that the big VCs, and D VCs are just normal 
people like you and me, and therefore it's achiemble, it rem01'es the mystique, and you 
realise that you are capable, and that's vvhere the confidence comesFom ". 
This result confinns findings of the Stage Two Evaluation (Table 10), whereby the 
majority of participants perceived interacting with role models as a factor impacting their 
career development outcomes. This outcome or at the least the way this outcome has been 
tenned in this evaluation, was strictly speaking not found in other research on WDT. 
However a number of outcomes ofWDT evaluations are similar to realising career 
advancement capabilities, and hence it is plausible to argue that this outcome was also 
supported by other research on WDT. Similar outcomes include; reassurance about personal 
practices (Wisker, 1994) and validation of career goals (Atchison, 1993; Brown, 2000; 
Ebbers et aI., 2000; Monks & Barker, 1999; Willis & Daisley, 1992). 
Theme 3: Support for Implementation (~l Learning and Behaviour Outcomes 
Lack of III stitution a I Support 
All respondents felt they received limited support from their HEls with regards to 
implementing Academy outcomes. They also claimed that the behaviour outcomes they 
experienced since attending the Academy mainly resulted from their own personal efforts. As 
one respondent explained; "What }'OU want you l110timte and ,vollfiglltfor it, you're lucky if 
Vall it, but often they leave you in isolation ". 
Findings of the Stage Two Evaluation (Table 11) confinned this result, whereby 
respondents perceived HEls as a key barrier to career development. and personal efforts were 
perceived as the strongest factor enabling eareer deyelopment. Other eYaluati"e studies also 
tound that lack of institutional supp0!1 (Acker, 1992; de la Rey, 1998: Peterson & GraYett. 
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According to Kirkpatrick (1996a), support structures are a necessary requirement for 
successful implementation of behaviour outcomes. Thus since lack of institutional support 
was found in both the Stage Two and Stage Three Evaluations and was supported by the 
literature, this provides a solid explanation for both the relative 'weakness of the Academy 
behaviour outcomes in relation to learning outcomes, and the perceived limitations of the 
Academy in impacting career development. 
Theme 4: Suggestions for Improvement of the Academy 
Increased Focus 011 Skills Development 
The analysis of interview transcripts demonstrates that the Academy places too much 
emphasis on knowledge building through fonnal presentations rather than skills development 
in workshops. In the interview transcripts it was suggested that HERS-SA create better 
balance between developing knowledge and skills. 
The Stage Two Evaluation (Table 10) found that the Academy's perceived impact on 
behaviour outcomes was limited, since a substantial number of respondents did not view the 
HERS-SA Academy as a factor enabling career development (Item 28). The results discussed 
above, whereby the Academy was found to be limited in tenllS of developing practical skills 
provides some explanation for the Academy's perceived weak impact on behaviour outcomes. 
To elaborate, since skills are to a greater extent related to behaviour outcomes and 
knowledge to a greater extent learning outcomes (Kirkpatrick, 1996a), if the Academy 
emphasises knowledge over skills, then stronger learning outcomes and weaker behaviour 
outcomes are expected. Hence, by failing to balance knowledge and skills, the Academy 
played a role in restricting the behaviour outcomes of participants. In light of these findings, 
it is therefore suggested that HERS-SA take steps to improve the practical/skills development 
clements of the Academy. 
Include Younger/Less Experienced Women ill the .4cademy 
It \\as suggested in the intervie\v transcripts that the Academy focus more on targeting 
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Respondents argued that less experienced women have more to gain from participating in the 
Academy than those already occupying senior ranked positions. 
The Stage Two Evaluation (Table 11) found that only older participants expelienced 
Jack of career opportunities (Item 37) as a barrier to advancement. Based on relevant 
literature (Poole & Bornholt, 1998), it was assumed that the cause for this result was the 
likelihood that older women already occupied senior positions. It was also previously argued 
that younger women who aspire to hold leadership positions had a greater need for the 
Academy than those who already hold senior positions. Thus the researcher also made the 
same suggestion as Stage Three Evaluation respondents; specifically that the Academy place 
more emphasis on recruiting less experienced women who aspire to obtain leadership 
positions. Since this suggestion was supported by findings of both the Stage Two and Three 
Evaluations, it is therefore recommended that it be given due consideration. 
Integrated Discussion of Stage Three Evaluatiol1 Results 
The results of the Stage Three Evaluation generally consisted of the following: (1) 
confirmatory results that supported findings of previous stages and (2) suggestions for 
improving the Academy. 
There are three ways in whieh the Stage Three Evaluation results eonfinned findings of 
the previous stages of the research. First only learning outcomes were perceived in this stage. 
This supports results of both the Stage One and Two Evaluations, whereby Academy learning 
outcomes were found to outnumber behaviour outcomes. Second, a number of the Stage 
Three Evaluation learning outcomes, namely increased eonfidence and increased 
understanding of HE, were also found in the Stage One and Two Evaluations. Third, this 
stage found that lack of institutional support \vas a key barrier to implementation of 
behaviour outcomes. This confinns the results of the Stage Two Evaluation, whereby it was 
found that HEls \\'ere pereeived as a major obstacle to women's career development. 
In tenns of suggestions for improvement; two main areas for development emerged 
from the Stage Three Evaluation. First it was suggested that the Academy inerease its 
emphasis on skills development, and it was accordingly argued that this was one of the 
possible ways in which the Academy itself limits behaviour outcomes. Second, it was 
suggested that the Academy focus more on recruiting women who aspire to hold senior 
leadership roles rather than women already occupying leadership positions. This suggestion 
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Summary Discussion of Stage One, Two and Three Eyaluation Results 
l~fail1 Findings of the Three Stages of the Research 
Two major findings emerged from this research. The first major finding is that level one 
reactions and level two learning outcomes of the Academy were strong, while although level 
three behaviour outcomes were found these were comparably weak in relation to the other 
levels. The second major finding is that increased confidence and increased understanding of 
HE were clearly the strongest outcomes of the research. This was demonstrated wherein not 
only did they emerge from all stages of the research, but were also correlated with a large 
number of behaviour outcomes and were supported by other research evaluating \VDT. 
Explallatioll for Relatively Weak Behaviour Outcomes 
There are four possible explanations for relatively weak behaviour outcomes: (1) the 
intended learning outcomes of the Aeademy did not practieally lead to intended behaviour 
outcomes, (2) time for implementation of dramatic behaviour outcomes was not sufficient, (3) 
the Academy was ineffective in enabling intended behaviour outcomes, or (4) participants 
faced barriers that prevented them from implementing Academy behaviour outcomes. 
In terms of the first explanation, since the research design was neither experimental nor 
quasi-experimental, it was not possible to establish causation between learning and behaviour 
outcomes. However the Academy is based on the training principles of Willis and Daisley 
(1992), who found similar behaviour outcomes to the HERS-SA Academy. Therefore since 
the Academy is based on a training format found successful in leading to similar behaviour 
outcomes; it is possible to argue that the first explanation is unlikely. 
There is also little support for the second explanation. This is because the timing for a 
level three evaluation was appropriate, whereby according to Kirkpatrick (1996a), level three 
behaviour results should be evaluated between three and twelve months after the training. 
The following argument provides justification for the final two explanations. It is 
argued in this research that although the HERS-SA Academy in some ways limits behaviour 
outcomes. it is the perceived impact ofbarriers outside the control of the Academy that have 
the greatest int1uencc on preventing behaviour outcomes. Since it v;as not possible to 
establish causational relationships in this research. the main basis for this argument is located 
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outcomes lead to level three behaviour outcomes. This means that since the Academy was 
perceived to be successful in enabling learning outcomes, it should in theory have success in 
enabling intended behaviour outcomes. Thus based on this assumption, it is more likely that 
external barriers hindered the transfornlation oflearning outcomes into behaviour outcomes 
than extensive problems with the Academy itself. 
Although this assumption suggests that achieving success in the first two levels means 
that the Academy is without limitations; a number of results from this research demonstrate 
otherv.'ise. Hence, it is argued in this research that HE1s were the primary batTier, and the 
HERS-SA Academy was only a subsidiary barrier to implementation of behaviour outcomes. 
Details of both primary and subsidiary barriers are elaborated on below. 
The Possible Role of HEls in Limiting Behaviour Outcomes 
Both the Stage Two and Three Evaluations found that the BE1s acted as career 
development barriers for women. In the Stage Two Evaluation, HE1s were perceived by only 
a relatively small majority of respondents to enable career development (Table 10), and for a 
substantial number of respondents HEIs were perceived to prevent eareer development (Table 
11). It was also found in this stage that (1) failing to provide satisfactory career development 
opportunities and (2) the HE merger process were some of the ways in which HE1s acted as 
career development inhibitors Cfable 11). ]n the Stage T'hree Evaluation it was found that 
none of the respondents received support from their institutions for the implementation of 
behaviour outcomes. According to Kirkpatrick (1996a), a supportive environment is a 
necessary requirement for implementation oflevel three behaviour outcomes. Thus by 
providing limited supp0l1, this was another way in which HEls acted as obstacles to career 
development. 
HEIs \-vere found by studies in both South Africa and intemationally to be an obstacle to 
women's advancement in HE. To elaborate: lack of tll111ily friendly institutional practices and 
policies (Acker, 1992; de la Rey, 1998; McCall et aI., 2000), unsupportive work cultures 
(Acker, 1992; Goode & Bagilhole, 1998; Blackmore & Sachs, 2000; Chinsamy-Turan, 1999a; 
de la Rey, 1998; Ebbers et aI., 2000; Mabokela, 2003; Mathipe & Tsoka, 2000, 2001; Morely, 
2005: Muller. 2000: Peterson & Gravett, 2000: Subotzky, 2001: Walker, 1997). prejudiced 
employment practices (Acker. 1992: de 1a Rey. 1998: Ebbers et al.. 2000: Forster. 2001 : 
Goode & Bagilhole. 1998; Johnsrud & Heck, J 994; Hargens & Long. 2002; Mabokela, 2003; 
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Subotzky, 2001; Walker, 1997; Zulu, 2003), and institutional resistance to At1i1111ative 
Action (Mabokela, 2003; Morely, 2005; Muller, 2000). 
The Possible Role of the Academy ill Limiting Behaviour Outcomes 
In the Stage Two Evaluation, relatively few respondents perceived the Academy as 
having an impact on career development (Table 10). Explanations for this result emerged 
from the Stage Three Evaluation, whereby it was found that the Academy was too focused on 
knowledge building rather than the elements of training primarily responsible fc)r behaviour 
outcomes, namely skills development. It is thereby argued that by failing to adequately 
provide practical strategies and develop needed skills, the Academy played a role in limiting 
the behaviour outcomes of the Academy. 
Results and Discussion Chapter Conclusion 
Two main results emerged from the research: (1) level one and level two Academy 
outcomes were successful while level three outcomes were only partially successful; and (2) 
increased confidence and incrcased understanding of HE \>.,'ere the strongest outcomes of the 
Academy. It is argued in this research that institutional barriers found in the Stage Two and 
Three Evaluations were the primary cause of the limited success of behaviour outcomes, and 
the Academy with its focus on knowledge building rather than skills development as found in 
the Stage Three Evaluation, was the subsidiary cause of unsatisfactory behaviour outcomes. 
This argument is founded on the Kirkpatrick (1996a) framework assumption that ifleaming 
outcomes have been found and behaviour outcomes have not, then extcl11al factors rather than 
thc training itself are the cause of unsuccessful behaviour outcomes. The fol1owing chapter 
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CHAPTER SIX: RESEARCH RECOMMENDATIONS 
This chapter makes a number of recommendations for improving the effectiveness of 
the Academy, specifically Academy behaviour outcomes. Recommendations are an important 
part of the research since one of the key characteristics of evaluative research is useful and 
practical results (Babbie & Mouton, 2003). The recommendations are based on the results of 
the three stages of the research and relevant literature. 
Recommendations for the Design of the Reactions Questionnaires 
The first recommendation is for HERS-SA to improve the instructions, scaling, focus 
and format of the Reactions Questionnaires. The Reactions Questionnaires have three main 
areas for improvement. First the questionnaires evaluate each workshop and presentation 
topic, but do not distinguish between the ratings of the actual topic and ratings of the 
presenter/facilitator of that topic. It was clear in the qualitative comments that some 
participants rated the topic, others simply the presenter and others a combination of both. 
This has the following consequences; if a presentation is rated negatively then it is not always 
possible to ascertain whether to exclude the topic or the presenter from future Academies. It 
is therefore recommended that the Reactions Questionnaires be redesigned in such a way that 
they are more specific about what they arc evaluating. 
Second, the Reactions Questionnaires used a four point Likert scale which prevents 
participants from providing neutral responses. It was clear that a substantial number of 
respondents felt restricted by the scale, since these respondents decided to devise their own 
rating scales by, for example providing 2.5 ratings. Although the questionnaires were 
intentionally designed to prevent neutral responses, in light of the number of inconectly 
completed questionnaires, it is therefore recommended that at least a five point scale be 
considered for future evaluations. 
Third, the layout and instructions of the questionnaires were such that a substantial 
number of respondents inconectly completed the questionnaires. For example, many 
respondents provided ratings but did not indicate which workshops they were rating. As a 
resulL it was not possible to use a significant amount of data. It is therefore recommended 
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Recommendations for Academy Content 
The second recommendation is for HERS-SA to increase Academy emphasis on skills 
development and improve the skills development elements of the Academy. In the Stage 
Three Evaluation, it was found that the Academy is somewhat limited in providing practical 
strategies and developing skills. It is argued that the practical/skills elements oftraining are 
important for behaviour outcomes, which provides some reasoning for the relative weakness 
of Academy behaviour outcomes. Thus in order to improve Academy behaviour outcomes; it 
is recommended that HERS-SA increase its emphasis on building skills and providing 
practical strategies in workshops. 
Recommendations for Academy Target Population 
The third recommendation is for HERS-SA to increase its emphasis on recruiting 
women who aspire to hold rather than women who currently hold senior leadership positions 
in HE. In the Stage Two Evaluation, it was found that older participants experienced a lack of 
career opportunities but younger participants did not. Based on relevant literature (Poole & 
Bomholt, 1998) it was assumed that older women lack career opportunities because they 
generally already occupied more senior leadership positions. It is therefore argued that the 
younger less experienced women are the key target group the Academy since (J) they did not 
lack career opportunities and (2) they had further to advance in their careers. Like the 
respondents of the Stage Three Evaluation, it is theretore recommended that Academy place 
more emphasis on recruiting less experienced women who aspire to obtain leadership 
positions, than senior ranked women who already hold leadership positions. 
Recommendations for Addressing Institutional Barriers 
The final recommendation is for HERS-SA to continue to strengthen HERS-SA projects 
and activities for addressing the barriers (specifically institutional barriers) to women's 
ad\-ancement in HE. In the Stage Two and Three Eyaluations, it was found that HEIs were a 
major balTicr to women's advancement in H Although it is beyond the scope of the 
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and activities can help alleviate these balTicrs. For example, the Academy alumni network 
and HERS-SA mentoring programmes are support structures that could possibly provide 
some compensation for the lack of institutional support. It is therefore recommended that 
HERS-SA continue to develop and strengthen these activities by making them widely 
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CHAPTER SEVEN: CONCLUSION 
Two main findings emerged from the three stages of the research. The first main 
finding is that the Academy was successful in tenns of level one reactions and level two 
learning outcomes, but only partially successful with regards to level three behaviour 
outcomes. This research indicated that both institutional barriers and problems with the 
Academy itself impeded the behaviour outcomes of the Academy. It was however argued that 
institutional barriers were the primary barrier to career development and the Academy was 
only a subsidiary barrier. This argument was based on the Kirkpatrick (1996a) framework's 
assumption that if level one and two are successful then poor level three outcomes are 
external to the training, and institutional barriers are likely to be the main cause of poor 
behaviour outcomes. 
The second main finding is that increased confidence and increased understanding of 
HE were the strongest outcomes of the Academy. These outcomes were the strongest since 
they emerged from all three stages ofthe research, were correlated with the highest frequency 
of behaviour outcomes, and were supported by other research on the outcomes ofWDT. 
Since this study found Academy behaviour outcomes limited, the research 
recommendations are primarily concerned with improving these outcomes. Four main 
recommendations are made: (1) improve the instructions, scaling, focus and fonnat of the 
Reactions Questionnaires, (2) increase Academy emphasis on skills development and 
improve the skills development elements of the Academy, (3) increase emphasis on recruiting 
women who aspire to hold rather than cUlTently hold senior leadership positions in and (4) 
continue the development of HERS-SA projects and activities for addressing the barriers 
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